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It was found that the field of Teaching Arabic as a Foreign Language (TAFL) is not totally 
devoid of textbooks and research studies concerning Arabic for Specific Purposes (ASP). 
However, the greater part of these attempts lack a theoretical framework and, seemingly, 
guidance. Such attempts therefore fail to achieve their goals; hence, the researcher formed 
the opinion that a course for Teaching Arabic for Specific Purposes (TASP) needed to be 
designed. A theoretical framework for needs analysis and course design was required 
immediately as a first step. 
As my research focused on Saudi Arabia, the question was: What is the most 
important field to be taken as a case study? The obvious answer to this was Islamic Studies 
because students do not primarily come to Saudi to study medicine, or technical subjects: it 
is a fact that, more than 90% of final level students on TAFL programmes want to improve 
their Arabic in the field of Islamic Studies and more than 80% of them specifically chose 
the Islamic mission (dacwa) for their target purpose. 
It is the aim of this research to introduce the concept of Teaching Arabic for 
Specific Purposes to the field of Teaching Arabic as a Foreign Language in Saudi Arabia. It 
is in fact the groundwork to further detailed projects in this context. For this reason, an 
investigation was conducted in the following areas: Language for Specific Purposes, 
English for Specific Purposes, Language for Academic Purposes, Needs Analysis, and 
Course and Syllabus Design in the field of Teaching Languages for Specific Purposes. 
To bring the concept of Teaching Arabic for Specific Purposes into application, it 
was essential to study how a course could be developed in the light of the needs of the 
dacwa students in Saudi Arabia: the researcher undertook to assess and interpret the needs 
and demands of the students, the subject of dacwa, the teachers of dacwa, the TAFL 
teachers, the administrative staff in the Faculties of 
Dacwa and TAFL Institutes in Saudi 
Arabia. To ensure valid results, different methods were employed, such as: questionnaires, 
interviews and diagnostic tests. The findings of the needs analysis showed that reading was 
the most required skill for the students of dacim and a course was 





AFL: Arabic as a Foreign Language 
ALECSO: Arab League Educational Cultural and Scientific Organisation 
ans.: answer 
AS: Administrative staff 
ASP: Arabic for Specific Purposes 
AT: Teachers of Arabic as a Foreign Language 
CTEFLA: Cambridge Certificate in the Teaching of English as a Foreign 
Language to Adults 
EGAP: English for General Academic Purposes 
ESAP: English for Specific Academic Purposes 
ESP: English for Specific Purposes 
(fd): female dual 
FL: Foreign Language 
(fs) female singular 
FLT: Foreign Language Teaching 
FSD: First Year students of the Faculties of Dacwa 
freq.: frequency 
gro.: group 
ibid.: in same book 
IMU: Imam Mohammed Ibn Saud Islamic University 
IU: Islamic University 
L l: the native language 
L2: the, second language 
LC: Library of Congress 
LGAP: Language for General Academic Purposes 
LSAP: Language for Specific Academic Purposes 
(md): male dual 
(ms): male singular 






RSA: Royal Society of Arts Preparatory Certificate in the Teaching of 
English as a Foreign Language 
sec.: sections 
sem.: semester 
ST: Subject Teachers of dacwa 
stu.: student 
TAAP: Teaching Arabic for Academic Purposes 
TAFL: Teaching Arabic as a Foreign Language 
TASP: Teaching Arabic for Specific Purposes 
TS: Target Situation 
TSA: Target Situation Analysis 
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Glossary of Arabic terms 
`agida: article of faith. 
da a: to pray, invoke, call for, supplicate (see da'wa and dZiya). 
dä`iya: (pl. du ät) one who invites people to Islam. 
da`wa: call to Islam/missionary call 
fiqh: Islamic jurisprudence. 
haclith: sayings and deeds of the prophet Muhammad (otherwise called 
"tradition"). 
hisba: enjoining what is right and forbidding what is wrong; the original 
meaning is: "making sure that religious and moral injunctions of the Sharfa 
were carried out, especially in the markets of Islamic cities and towns" (Netton 
1992: 177-178). 
ithär: honouring another above one's self or thinking of another's gain 
rather than one's own (i. e. being altruistic, to wish someone well, the 
best). 
khutba: sermon. 
mubtasib: the appointed man to undertake on behalf of Muslims, the practice of 
commanding the good and forbidding the evil. 
sharica: Islamic law. 
lira: biography of the Prophet. 
sunna: all the traditions and practices of the prophet Muhammad that have 
become as models to be followed by Muslims. 
tafsir: exegesis: explanation or interpretation of the Qur'an. 
tawlýid: "declaration of the oneness of God" (ibid.: 248). 
u5ä1 al-din: principles or fundamentals of Islam. 
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The inquiry of this research project is the needs analysis and course designing for 
dacwa students. It is important first of all to give brief information about the Arabic 
language and dacwa. 
Arabic, spoken by more than 150 million people, is essentially the language of 
the Quran; it became the political and the administrative language of the early centuries 
of Islam and found its way into several genres of literature and sciences referred to as 
Classical Arabic. Structurally, the language has not changed over the centuries; the 
exception is the vocabulary, which is different in Modem Standard Arabic, the official 
language of the media in religion, political documents and education in general. In 
addition, Modern Standard Arabic is the language spoken by the educated on formal 
occasions such as conferences, on the radio and on television. Today, Arabic is one of 
the six official languages spoken in the United Nations since 1974. On less formal 
occasions, Arabic in its particular regional dialects is used, though an inter-dialectical 
Arabic is gradually developing among educated Arabs from different Arab countries. 
Classical Arabic is used today in academic circles by students of Arabic 
language and literature and Islamic Studies in order to study texts and consult early 
sources. In our case, students of dacwa have to be familiar with Classical Arabic 
sources and have the skill to analyse and interpret the language of the texts concerned; 
they also require a solid foundation in Modern Standard Arabic to read commentaries of 
a religious and political nature and they require skills to express themselves coherently 
in the language. 
Dacwa (from da`a "to call to Islam") is an old Islamic concept which concerns 
the spreading of Islam within the Muslim and non-Muslim communities. The subject of 
dacwa was not taught as a discipline in academic circles until fairly recently when Al- 
Azhar University introduced it as part of its undergraduate curriculum some forty years 
ago. The Saudi universities followed and it was first taught at the Islamic University in 
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Al-Madina in 1386/1966 followed by Imam University in Riyadh in 1396/1976 and 
Umm Al-Qura in Makkah fairly recent. Saudi graduates of da`wa are expected to teach 
religion as an academic subject within the public education system and to assist the 
Islamic community in adhering to the principles and morals of Islam. For non-Arab 
graduates their area of specialism entails them in instructing and guiding their 
communities in Islam as well as providing information on the religion and teachings of 
Islam to non-Muslims at large. The field of da`wa comprises a range of subjects in 
Islamic Studies such as Qur'an, hadith, tawh7d, andfiqh and the graduate is expected to 
have a comprehensive knowledge of these. 
1.2 Scope of the study 
The teaching of foreign languages has improved vastly during the last thirty years. 
Much consideration has been given to the different aspects of teaching foreign 
languages such as, planning curricula, teaching methods and evaluation. One significant 
development clearly follows from giving more respect to the needs of the learners and 
taking their motives into account at the first stage of curriculum planning. This 
consideration raises new issues in the field of teaching foreign languages for specific 
purposes. English, in particular, can be taken as a very good example; many books, 
programmes and research studies have been produced in the field of Teaching English 
as a Foreign Language for Specific Purposes (ESP), whereas in the case of Arabic there 
have been few serious attempts to reach the same position. 
It was found that the Arab world is not totally devoid of textbooks and research 
concerning teaching Arabic for Specific Purposes (ASP). However, these attempts are 
scattered and mostly of poor quality. Moreover, the greater part of these attempts lack a 
theoretical framework and, seemingly, proper guidance. Such attempts therefore fail to 
achieve their goals. On the other hand, no courses for teaching Arabic for specific 
purposes with a solid basis were found in the Arab World and in Saudi Arabia, in 
particular, there was no evidence of any such courses. 
This idea was in the mind of the researcher when he was asked by the Imam 
Muhammad Ibn Saud Islamic University (IMU) in Riyadh (the sponsor of this research) 
to base his doctoral thesis on planning curricula in Teaching Arabic as a Foreign 
language (TAFL). It was the chance to escape from the traditional horizon of teaching 
Arabic as a Foreign Language (AFL) in a country where no short courses exist and all 
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courses are programmed to last at least two years. Of course, there was no single course 
for teaching Arabic for Specific Purposes (TASP). Consequently, the time was 
appropriate to introduce a new approach to the field of TAFL in Saudi Arabia and 
maybe on this academic scale to TAFL world-wide. We are not claiming here that 
TAFL programmes cannot be considered as academically oriented programmes where 
students are preparing to study at university level, it is believed, however, that these 
programmes do not differentiate between the two approaches, teaching Arabic for 
General Purposes and teaching Arabic for Specific Purposes, whereas in the field of 
Foreign Language Teaching (FLT) these two approaches are totally separated, 
especially in English. Therefore, the task of this research is to launch TASP into the 
field of TAFL by establishing a clear framework for needs analysis - the key factor in 
this study - and for course design, which is entirely missing in the field of TAFL. 
Indeed, it was a daunting task for the researcher to start in such a new field 
where there is such a serious lack in literature. The real support to overcome that feeling 
came from my advisor, Dr D. Agius, who in addition to his general help and assistance, 
advised the researcher to meet and consult people who have experience in this field. The 
researcher in this context met and consulted Professor R. Rammuny from the University 
of Michigan (Ann Arbor), Professor M. al-Sieny from King Saud University in Riyadh, 
Professor A. al-Rajehi from Alexandria University, Professor R. Tuaima from Sultan 
Qaboos University in Muscat, Professor M. Bakalla from King Saud University in 
Riyadh, Professor R. al-Suaisy from the Arab League Educational, Cultural and 
Scientific Organisation (ALECSO) in Tunis, Dr. M. al-Batal from Emory University 
and Middlebury College in Atlanta, and Dr. A. Shapan from al-Azhar University in 
Cairo. These experts in the field of TAFL provided the researcher with enough 
knowledge to go ahead with the project. 
The question that had to be asked was: What is the most important field to be 
taken as a case study? To answer the question it was imperative to survey the needs of 
final level students of TAFL in Saudi Arabia, in addition to a sample of non-Arabs 
working in Saudi Arabia. For the purpose of this survey two types of questionnaires 
were designed (Appendices A and B). The researcher travelled to Saudi Arabia to visit 
Makkah, Al-Madina, Riyadh and Abha to distribute the questionnaires (see map p vii). 
Of the total sample 97 (74%) from TAFL institutes filled in the questionnaire and 367 
(49.60%) of the total sample from non-Arabs working in Saudi Arabia were involved. 
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The results of the survey confirmed that students do not primarily come to Saudi Arabia 
to study medicine, or technical subjects; it is a fact that more than 91.75% of the final 
level students of TAFL programmes want to improve their Arabic in the field of Islamic 
Studies and when they were asked to point to a specific field 80.41% of them chose the 
Islamic mission (dacwa). 
When the researcher had returned from his first academic trip he had to face 
another challenge which was to establish the theoretical framework. And because there 
was no significant theoretical literature in the field of TASP, the researcher had to base 
the process of designing a course for TASP and the process of needs analysis on the 
literature of English for Specific Purposes (ESP). Of course, TAFL literature was not 
neglected as we reviewed the programmes, textbooks and research studies as well as 
reviewing several textbooks and research studies related to TASP. In this context, the 
researcher had to travel to Syria to enquire about two TASP courses run by the Institut 
Francais d' Etudes Arabes in Damascus (the French Institute for Arabic Studies) and the 
American Centre for Teaching English (the latter, occasionally, teach Arabic for 
Specific Purposes [ASP]). 
Reviewing ESP literature yielded certain principles and bases for needs 
assessment and course design. It guided the researcher to the fact that reading is the 
most important skill in the teaching of language courses for academic purposes (LAP). 
It was also found that a skill-centred approach is just one of the useful approaches in 
this field. It is, indeed, the appropriate one in the case of teaching Arabic for Academic 
Purposes (TAAP) where the learner is a user of the language more than merely a 
learner. Likewise, this approach helps students to learn "how to learn" during the TAAP 
course and then carry on improving their skills, abilities and knowledge after 
completing the TAAP course. It is, in fact, impossible to provide students with the 
whole vocabulary used in the field of dalcwa but possible, through this approach, to 
teach students how to acquire the appropriate vocabulary by themselves. 
We pin-pointed the dacwa specialism to be the subject of this research for 
several reasons: i) it was shown that 80.41% of the final level TAFL need to improve 
their Arabic and, ii) the field of dacwa is considered as one of the significant and 
sensitive branches of Islamic Studies for those working in this field. They take the 
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responsibility of teaching people Islam, answer any questions about Islam and its 
application in real life; they need to be prepared sufficiently in Arabic to be able to read 
the sources written in Modern Standard Arabic and to employ different reading 
techniques to extract information from Classical Arabic sources. 
The researcher had to go back to Saudi Arabia on his second academic trip to 
investigate the needs of the First Year non-Arab Students of dacwa (FSD). To achieve 
this task three instruments were used: 1. A questionnaire addressed to the FSD at the 
Islamic University (IU) in Madina and Imam University (IMU) in Riyadh. The aim of 
the questionnaire was to identify their subjective needs. The two universities were 
chosen because the first accepts 75% of its capacity from non-Saudi students every year 
including non-Arab students, the latter is the sponsor of this research and also, both 
concentrate on Islamic Studies; 2. Diagnostic test, to identify the needs of the FSD 
objectively; 3. Interviews addressed to TAFL teachers (AT), dacwa lecturers (ST) and 
the administrative staff (AS). 
The results of these instruments allowed us to specify the needs of the students, 
including their current and future needs and the deficiency in their Arabic and learning 
skills. In addition, basic information about the teachers of TAFL and dacwa was 
collected including their needs, demands and attitudes towards TAAP. We were able to 
define the needs of dacwa as a field of study from the teachers' point of view. The 
teachers made several suggestions as to the important skills and abilities dacwa students 
should have in order to achieve their goal. From the administrative staff we identified 
what they would be prepared to for such a course. The results of the main field study led 
to developing a part-time course of ten weeks for TAAP for the students of dacwa. 
1.3 Statement of the problem 
The problem of the research is: How can we design a course for teaching Arabic for 
Academic Purposes for the students of the Faculties of Dacwa at IU and IMU in Saudi 
Arabia? To answer this question we need to consider some sub-questions as follows: 
1. What are the needs of the students of da-wa? 
2. What are the needs of the target/learning situation? 
3. What are the demands of the dacwa teachers? 
4. What are the availability and constraints provided or imposed on the course? 
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5. What type of course is suitable for the needs of the students? 
6. On what framework can the course be designed? 
7. What are the distinguishing attempts in the field of LSP course design to be taken as 
a guide for TASP? 
8. How the needs and demands can be employed in designing the proposed TAAP 
course. 
Accordingly, the specific objectives of the research are to: 
1) understand the situation of TASP in Saudi Arabia. 
2) assess the need for TASP among TAFL students and the non-Arabs working in Saudi 
Arabia. 
3) identify the academic or the other fields that TASP is needed for. 
4) establish a theoretical framework for learners' needs assessment and analysis. 
5) establish a theoretical framework for TASP course design. 
6) assess the needs of the students of dacwa and related demands, availability and 
constraints. 
7) design a course for TAAP for the students of a selected field (in number 3 above) 
8) present a teaching unit as an example of how the course can be implemented. 
1.4 Methodology 
We attempt in this research to employ a method that is thought to be the most 
appropriate one to achieve the aims of this research clearly. In the first stage, we will 
look into the TAFL programmes in Saudi Arabia in terms of their curricula, including 
the teacher training programmes, the textbooks, valid research studies and books in the 
TAFL field are also reviewed. 
It is found that a good method of studying the current situation of TASP is to 
make an initial field survey by conducting two questionnaires to assess the need for 
TASP in the context of Saudi Arabia. The initial field survey aimed also to determine 
areas that TASP is needed for. 
The researcher thereafter attempt to review the ESP literature to define and 
establish a clear picture of what is meant by LSP, LAP, curriculum, course, syllabus and 
needs assessment. This review is to underpin developing a framework for TASP course 
design. This stage leads us to review the former attempts in the field of ESP course 
design where six well-known frameworks for ESP course design are reviewed. In the 
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light of these six attempts we propose a theoretical framework for TASP/TAAP course 
design. The pre-final stage is to put the proposed framework into application by a 
second visit to Saudi Arabia in order to conduct a field study including a questionnaire, 
diagnostic test and interviews. The analysis of the data will be organised in a way to 
record the frequency of responses for each item in the questionnaire, interviews and the 
diagnostic test and its proportion to the sample as a whole. This means of analysis is 
sufficient to extract the needs of the students and the other demands. 
At the end of the thesis, the researcher propose a part-time course for teaching 
Arabic for Academic Purposes for dacwa students to be taught within ten weeks of the 
academic year, three hours a day twice a week. A teaching unit of this course will be 
presented as an example. 
1.5 Outline of the research 
The current thesis is divided into eleven chapters: Chapter One explains the scope of the 
study. Chapter Two looks into the current situation of teaching Arabic as a Foreign 
Language and its literature and programmes in Saudi Arabia. The results of this chapter 
show a remarkable unfamiliarity with teaching Arabic for Specific Purposes. Chapter 
Three focuses on the need for teaching Arabic for Specific Purposes in Saudi. Two 
groups of non-Arabic speakers are the subject of the study conducted through two 
questionnaires. The first group comprises of non-Arab students in the final level of the 
TAFL programme and the second group of non-Arabs of different professions working 
in the country. The aim is to know if there is a need for TASP and for what purposes 
Arabic is needed. 
The findings of this chapter were the groundwork for Chapter Four which 
concentrates on providing a background about Language for Specific Purposes in terms 
of Language for Academic Purposes (LAP), course and syllabus design and needs 
analysis. These elements are surveyed in order to provide the researcher with a 
theoretical framework for LSP course design as discussed in Chapter Five. In this 
chapter the well-known work in the field of ESP and English for Academic Purposes 
(EAP) was reviewed and a proposed framework for the design of a course for teaching 
LSP in general and LAP in specific is extracted. This framework is the backbone of 
developing a course for Teaching Arabic for Academic Purposes and in our case, for the 
students of dalcwa. 
-8- 
In Chapter Six we will look into Needs Analysis, a framework for which an 
assessment is made according to the demands and purposes of learning conducted 
through a questionnaire, diagnostic test and interviews. Those taking part are the First 
Year Students of the Faculties of Dacwa (FSD) in the Islamic University (IU) in Madina 
and Imam Mohammed Ibn Saud Islamic University (IMU) in Riyadh; the teachers of 
TAFL (AT), teachers of subjects of dacwa (ST) and the administrative staff (AS) in the 
Faculties of Dacwa and the TAFL Institutes in both Universities. The target/learning 
situation is analysed through subjects of dacwa analysis and language used analysis. 
Principles for interpreting the needs are also formulated in this chapter. 
Chapters Seven, Eight and Nine discuss the needs as reflected in the data 
collected from the field study. Chapter Seven looks into the FSD questionnaire results, 
Chapter Eight tackles the FSD diagnostic test results and Chapter Nine looks into the 
AT, ST and AS interviews. The final results show that a need for a TASP course in 
dacwa is necessary and the most emphasised skill is academic reading. 
Chapter Ten focuses on the application of the theoretical framework of course 
design. In this chapter a course for TAAP for dacwa students in Saudi Arabia is 
developed. The main skill on this course is academic reading, though the other skills are 
included. A model for course design takes into account the present Saudi educational 
system and TAFL teachers who lack the proper training in TASP. As a practical 
application, a unit for teaching academic reading is presented in this chapter. Chapter 
Eleven summarises the findings of this thesis. 
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CHAPTER TWO 
TAFL literature and programmes in Saudi Arabia 
2.1 Introduction 
In a broad sense, Arabic traditionally has been studied as a classical language with a 
view to understanding religious, literary and scientific texts and, in a non-Arab context, 
a good translation was always a key issue. In as far as teaching Arabic for functional 
purposes it was, until fairly recently, totally neglected. The interest to teach Arabic as a 
foreign language has only developed in the past 30 years. However, "with exception of 
articles in Al-`Arabiyya, and more recently in journals such as Foreign Language Annals and others that 
am pedagogically oriented", Sawaie (1995: 153) rightly remarked that, "there is a paucity of items 
to date in the field of Arabic pedagogy". If the above is the case for TAFL from Sawaie's 
perspective, the reality, is to some extent, more optimistic. There are in fact several 
textbooks, research studies and programmes for TAFL around the world: the researcher 
will endeavour in this chapter to cover work which has been done in the field of TAFL 
programmes in Saudi institutes as well as giving a general idea about research studies, 
books, journals and textbooks published outside Saudi Arabia. The review of the 
literature is designed to answer the following questions: what is the nature of TAFL 
programmes in Saudi Arabia (their historical background, the current situation)? and, 
how is TAFL treated world-wide? 
2.2 Review of TAFL programmes in Saudi Arabia' 
Saudi universities were established some forty years ago, apart from those colleges 
teaching Islamic Studies which were already in place. King Saud University was the 
first to be established in 1377 /1957. The Teaching of Arabic as a Foreign Language in 
Saudi Arabia came about after this date and the programme is now being implemented 
in several institutes. 
2.2: 1 Historical background of TAFL programmes in Saudi Arabia 
The first institute for TAFL was established at the same time as the Islamic University 
in Al-Madina in 1386/1966, which offers 70% of its capacity to overseas students. 
(Saudi Arabia, which currently has a population of 14 million, was united under the name Kingdom of 
Saudi Arabia in 1351/ 1931. 
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During the ten years between 1394/1974 and 1404 /1984, three institutes were 
established for TAFL in Saudi Arabia: i) the Arabic Language Institute, King Saud 
University in Riyadh in 1394/1974; ii) the Centre for TAFL in Makkah. This Centre 
belonged originally to the King Abdul Aziz University, but in 1399 /1979 was 
transferred to the Institute of Arabic Language for non-Arab Speakers. However, after 
the establishment of Umm Al-Qura University in 1401/1981 in Makkah, the Institute 
was encompassed by this new university; and iii) the Institute of TAFL to non-Arabs, 
Imam Mohammed Ibn Saud Islamic University in Riyadh in 1401/1981. Despite the 
official establishment of this Institute, the teaching of Arabic as a foreign language had 
been undertaken by the Arabic Language Faculty at the Imam University in Riyadh four 
years earlier (see map p vii). 
The years between 1394/1974 and 1404/1984 saw a significant increase in the 
price of oil which enabled the country to expand and develop the education system, thus 
allowing Saudi Arabia to assume its responsibility towards the Arabic and Islamic 
world as the country of the Islamic Holy Places and to play the role of a prosperous 
nation. The Saudi government realised that carrying out this task effectively would 
require taking the Arabic language and Islamic studies to students who were not able to 
come to Saudi Arabia. Several centres for TAFL and Islamic studies were founded from 
1399/1979 onwards, such as those in Djibouti, Indonesia, Japan, Mauritania, Senegal 
and the USA. These centres were established with the aim of achieving general goals, 
such as the introduction of Islamic culture and civilisation, the spreading of Arabic as a 
language and the strengthening of friendly relations with other countries in the world in 
the fields of science and culture (Jämi`at al-I mäm 1415/1995: 400). 
2.2: 2 The current TAFL programmes in Saudi Arabia 
In addition to the main four institutes of TAFL in Saudi Arabia, the Imam University in 
Riyadh has six centres for Arabic and Islamic Studies outside the country in the cities of 
Djibouti, Jakarta, Nouakchott, Ras al Khaimah, Tokyo and Washington DC. The 
Islamic University in Al-Madina has only one institute for Arabic and Islamic Studies, 
which is in Dakar. The Saudi government sponsors all these Institutes: teaching is free 
and students are entitled to free accommodation, food, air tickets and monthly grants. 
TAFL institutes are generally financed by universities, which, in their turn, are 
responsible to the Saudi government. Administratively, several bureaucratic procedures 
would appear to slow down projects: for example, the designing of curricula and the 
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writing of adequate textbooks. In the past ten years the Ministry of Higher Education 
has, with efficient management and expert advice, successfully trained Saudi 
pedagogues to organise TAFL programmes in several institutions around the country. 
Regrettably, no TAFL programmes have so far been established to cater for the many 
foreign children studying in Saudi Arabia. Figure One below shows that three 
universities out of seven - King Abdulaziz, King Fahad, and King Faisal - do not run 
any TAFL programmes: 
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Figure One: TAFL in the Saudi Higher Education system 
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On investigating the programmes conducted by the Saudi TAFL institutes, it appeared 
that their focus was to train students academically. This system has several constraints, 
such as: (a) students must be in a specific age group (18-35), although exceptional cases 
are considered; (b) students must have obtained a High School Certificate or equivalent; 
(c) a limited quota of places are reserved for entrance; and (d) focus on degree- 
programmes. In order to give a clear picture of these programmes, the information will 
be discussed and organised in the light of: (a) programmes and objectives; (b) number 
of students; (c) entrance qualifications; (d) levels of study; and (e) the future of 
graduates. 
Finally, we can say that the Saudi universities take great pains to ensure that 
TAFL is run professionally both in Saudi Arabia and abroad. The government took an 
interest in this programme and has encouraged the Saudi universities to develop and 
constantly improve TAFL programmes in the country. Moreover, the Imam University 
was given the green light and with an unlimited loan to carry out TAFL programmes 
around the world as mentioned above. 
2.2: 2: 1 Programmes and objectives 
The TAFL units in the King Saud University, the Islamic University and Imam 
University design and organise two-year programme while the Umm Al-Qura 
University applies a three-year programme for the Teaching of Arabic to non-Arabic 
Speakers. The aims and objectives of these TAFL programmes are: to teach Arabic and 
Islam to non-Arabs; to train teachers; to conduct research; and, to foster co-operation 
with Islamic countries. 
The objectives of the four institutes are practically similar namely: to teach 
Arabic to non-Arab students in order to communicate in Arabic and to qualify for 
further studies at the university; to train TAFL teachers; and, to conduct research in the 
field of TAFL. 
The two or three year programmes fall into two divisions: intensive and non- 
intensive programmes. The intensive programmes are designed to prepare students in 
Arabic in order to be able to communicate and further their studies at university. 
Concerning the Saudi TAFL programmes, textbooks are the core syllabus and all 
curricula and syllabuses are supervised and monitored by the Ministry of Higher 
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Education. In each case a teaching quality assurance committee in each university 
monitors the standards of course design, assessment and examination procedures. The 
following four tables present a broad picture of TAFL programmes in the country: 
no. subjects weekly hours hours per 
subject per 
level I level 2 level 3 level 4 programme 
1 Qur'an 6 5 11 
2 Qur än and recitation 5 4 9 
3 FJadith 1 2 3 
4 Fi h 1 2 3 
5 Tawhid 1 2 3 
6 ira 2 2 
7 Tafsir 3 3 
8 Islamic history I 1 
9 Listening and speaking 
drills 11 7 7 25 
10 Phonetic drills 11 I1 
11 Dictation 5 5 4 4 18 
12 Writing 2 2 
13 Composition and dialogue 
5 5 5 15 
14 Composition 4 4 
15 Spelling I 1 2 
16 Literary texts 3 3 
17 Khitaba I 1 
Total hours 29 29 29 29 116 
Table 2.1: Department of Teaching Arabic to Non-Arabic Speakers, Islamic University, 
Al-Madina (al-Jämicat al-Islämiyya 1410/1990: 5) 
no. subjects weekly hours hours per subject 
level 1 level 2 level 3 level 4 per programme 
I Quränic recitation 2 2 2 1 7 
2 Islamic Studies 2 2 4 
3 Listening 
comprehension 4 4 2 2 12 
4 Conversation 2 2 4 
5 Writing practice 2 2 1 5 
6 Extensive reading 4 3 3 3 13 
7 Phonology + grammar 2 2 
8 Vocabulary 2 2 
9 Composition 2 2 1 1 6 
10 Intensive reading 3 3 3 9 
11 Grammar + syntax 2 2 4 8 
12 Oral practice 1 1 2 
13 Literary texts 3 3 
14 Literary texts and 
rhetoric 
3 3 
Total hours 20 20 20 20 80 
Table 2.2: Arabic Language Institute, King Saud University, Riyadh (King Saud 
University 1987: 2) 
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no. subjects elementary intermediate advanced hours per 
weekly hours weekly hours weekly hours subject per 
sem. 1 sem. 2 sem. 1 sem. 2 sem. l sem. 2 programme 
1 Qur'an 2 2 4 
2 Quränic texts 2 2 
3 Tafsir 2 3 3 8 
4 Texts from Hadith 2 2 
5 lja ith 2 2 2 2 8 
6 Fi h 2 2 2 2 8 
7 Tawhid 2 2 4 
8 Sira 2 2 
9 `agida 2 2 
10 History of the orthodox 
caliphs. 
2 2 
11 Selections from books on 
jurisprudence and faith 
2 2 
12 Reading 6 5 4 3 18 
13 Reading and short stories 3 3 6 
14 Conversation 8 5 13 
15 Writing 4 4 8 
16 Language laboratory 3 3 1 1 8 
17 General drills 2 2 4 
18 Calligraphy 2 1 3 
19 Grammar 3 3 4 3 13 
20 Dictation 3 2 5 
21 Composition 3 3 2 2 10 
22 Literary texts 2 3 3 3 11 
23 Library 1 1 2 
24 Rhetoric 2 2 4 
25 Selection from Classical 
Arabic literature 
1 1 
Total hours 25 25 25 25 25 25 150 
Table 2.3: Arabic Language Institute for Non-Arabic Speakers, Umm Al-Qura 
University, Makkah (Jämicat Umm Al-Qura 1406/1986: 31-34) 
no. subjects weeks hours hours per subject 
level 1 level 2 level 3 level 4 er ro ramme 
I Qur'an 3 3 3 2 11 
2 Hadith 2 2 1 5 
3 Fi h 1 1 2 
4 Tawhid 1 1 2 
5 Tafsir 1 1 
6 Islamic history 2 2 
7 Conversation 11 8 19 
8 Writing 5 5 
9 Reading 6 4 5 3 18 
10 Dictation 2 1 1 4 
11 Calligraphy I 1 1 3 
12 Grammar + syntax 5 5 4 14 
13 Composition 4 3 7 
14 Literary texts 2 3 5 
15 Rhetoric and literary criticism 2 2 
Total hours 25 25 25 25 100 
Table 2.4: Institute of Teaching Arabic to Non-Arabic Speakers, Imam University, 
Riyadh (Jämicat al-I mäm 1983: 19-21) 
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Although the aim of these intensive programmes is to qualify students to study at 
university, the programmes ignore an important side of this task which is the skills and 
strategies required for the academic study. It needs to be said that TAFL programmes in 
Saudi Arabia are based on rote learning (also common in other disciplines) rather than 
improving the skills of reading and writing as well as abilities to interpret and analyse 
texts which are required by students at university level. 
For the non-intensive programmes, some institutes considered giving evening 
courses for adults, for example, Imam University and King Saud University organise 
courses in Arabic for foreigners working in Saudi Arabia. The only problem is that the 
materials and textbooks used in these evening sessions are not designed for specific 
needs. Candidates share the same curriculum used in the intensive programmes and in 
the case of Imam University, the religious subjects are deleted from the programme 
except for Muslim learners who can opt for these subjects. 
It is possible to classify Saudi TAFL programme syllabuses into three sections: 
religion, language and literature. These were created in response to the request of the 
decision makers from the State and the universities, and in response to social demands 
and educational needs. The question, however, is: do these requests take into account 
the learners' needs or not? 
Learners in this case are almost all Muslims and in fact they need Arabic 
principally to help them to understand Islam: some religious subjects such as the Qur'an 
can be either taught as a language subject to improve listening, speaking and vocabulary 
or as a religious topic; thus, it can be taught at any level on the TAFL programme. A 
survey of individual programmes shows that the Islamic University programme has 36 
hours out of 116 hours for religion (31%), 77 hours for language (66%) and only 3 
hours for literature; the King Saud University programme has 11 hours out of 80 for 
Qur'an (14%), 63 hours for language (79%) and 6 hours for literature; the Umm Al- 
Qura programme gives 43 hours out of 150 for religion (29%), 89 hours for language 
(59%) and 17 hours for literature; and the Imam University programme has 23 hours out 
of 100 for religion (23%), 70 hours for language (70%) and 7 hours for literature. 
The tables above would seem to indicate that linguistic subjects dominate, but it 
should be borne in mind that this area does not lack religious content; all these 
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programmes, except for the King Saud programme, have a religious input of some sort 
according to the religious orientation of these universities. 
The number of students who studied in these Saudi institutes up until 1415/1995, 
is 2269 at the Imam University, 2000 at the King Saud University and 3776 at the 
Islamic University. Outside the country the figure is 4349 in the intensive programme 
conducted by the Imam University and only recently in 1415/1995 the University 
founded a non-intensive programme with 200 students at the first level. 
Admission criteria are standard: namely, candidates should have obtained a 
Secondary School Certificate or its equivalent; for foreign Muslim applicants, a letter of 
recommendation is required from an Islamic organisation in their country of origin. 
Degree students must be between the ages of 18 and 35. No age is specified if 
candidates are enrolled on non-intensive programmes, although approval of sponsorship 
is required. The study period is normally two years divided into four levels, each level 
consisting of one semester of sixteen weeks. The Umm Al-Qura programme is for three 
years with three levels: elementary, intermediate and advanced level; each level has two 
semesters. Graduates of these programmes are presumed to be academically qualified to 
either attend any course in Arabic in the University or to take a one-year training course 
to enable them to teach Arabic and Islamic Studies in their country of origin. 
2.2: 3 Teacher training programmes 
Three out of four of the universities run teacher training programmes: the Arabic 
Language Institute, King Saud University in Riyadh; the Institute of Arabic Language to 
non-Arabic Speakers, Umm Al-Qura University in Makkah; and the Institute of 
Teaching Arabic to non-Arabs, Imam Mohammed Ibn Saud Islamic University in 
Riyadh. Specific aims are: a) to train and qualify Saudi and other teachers in TAFL and, 
b) to raise the quality in teaching at the Arabic and Islamic Schools abroad. 
The entrance requirements vary according to the aims of the programme though 
standard qualifications are needed, such as: i) a Secondary School Certificate; ii) 
mastery of the Arabic language and fluency in another language (English is preferred); 
iii) an age limit (up to the age of 50); and iv) an Islamic organisation abroad has to 
recommend candidates. 
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2.2: 3: 1 The curriculum 
i. The Teachers' Preparation Unit (King Saud University, Riyadh) 
Candidates with no previous experience in Teaching Arabic as Foreign Language 
complete a teacher training course in this unit. A diploma is awarded to graduates of 
this course. A total of thirty-six hours is required; in addition, general linguistics (3 
hours) and Arabic phonology (3 hours) are required for those candidates with no 
linguistic background (King Saud University 1987: 17-21). The programme syllabuses 
are shown in Table 2.5 below: 
no. subjects total hours for the subject er week 
theory application research 
I Arabic morphology and syntax 3 
2 Contrastive and error analysis 3 
3 Methods of TAFL 3 
4 Teaching practice 4 
5 New trends in Applied Linguistics 3 
6 Lexicography 3 
7 Psycho-linguistics 3 
8 Socio-linguistics 3 
9 Arabic teaching materials 3 
10 Language tests 3 
11 Audio-visual aids 1 1 
12 Topics in Applied Linguistics 3 
Total hours per programme 28 5 3 
Table: 2.5: Teachers' Preparation Unit, King Saud University, Riyadh 
ii. The In-Service Teacher Training Unit (King Saud University, Riyadh) 
This programme is an intensive course for teachers who have already worked in the 
field of TAFL. Teachers study 29 hours weekly for one semester of 16 weeks. On 
average, eleven modules are presented in the course as listed in Table 2.6 (ibid.: 21-24): 
no. subjects total hours for the subject per week 
theory application research 
I Teaching methods 3 
2 Applied education 2 
3 Educational psychology 2 
4 Classroom administration 1 
5 Oral presentation 2 
6 Written presentation 2 
7 Arabic grammar 7 
8 Arabic phonology 2 
9 Language tests 2 
10 Instructional aids 2 
11 Islamic culture 4 
Total hours per programme 24 5 00 
Table 2.6: Teacher Training Unit, King Saud University, Riyadh 
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iii. General Diploma Unit (Umm Al-Qura University, Makkah) 
Candidates study about 25 hours weekly for four semesters of 16 weeks, covering 30 
subjects. The application phase involves only three hours weekly during the four 
semesters, namely, research for one hour per week in semesters two and three and 
TAFL training for one hour per week in semester four. The TAFL methodology 
involves one hour per week in semester two as a research methodology (Jämicat Umm 
Al-Qura 1406/1986: 34-38). The programme in its theoretical phase involves 85 hours as 
seen in Table 2.7 below: 
no. subjects total hours for the subject per week 
sem. 1 sem. 2 sem. 3 sem. 4 
1 Phonology 1 1 
2 Morphology 1 I 1 1 
3 Grammar 2 2 2 2 
4 Analytical reading 2 2 2 2 
5 Pre-Islamic poetry 2 
6 Essay writing 2 2 
7 Educational psychology I 1 1 1 
8 The Islamic bases of education I I 1 1 
9 TAFL methodology I 1 1 
10 Qur'anic sciences I 1 I 1 
11 Articles of Faith 1 1 
12 Biography of the Prophet I 1 
13 Islamic jurisprudence 1 1 1 1 
14 Islamic culture 1 1 I 1 
15 Arabic language 2 1 
16 Foreign languages 2 1 
17 Pre-Islamic prose 2 
18 Qur'anic linguistic studies 2 
19 Umayyad poetry 2 
20 Islamic prose 2 
21 Rhetoric 2 
22 Use of instructional aids for TAFL 1 1 
23 Planning curricula for TAFL 1 1 
24 Ideology 1 1 
25 1-jadith 1 1 
26 Error analysis 1 
27 cAbbäsid poetry 2 
28 Andalusian poetry 2 
29 Linguistic psychology I 
Total hours per semester 24 18 22 21 
F Total hours per programme 85 
Iable 2.7: General Diploma Unit, Umm Al-(aura University, Makkah 
iv. Special Diploma Programme (Umm Al-Qura University, Makkah) 
Students attend 25 hours weekly for two semesters of 16 weeks covering approximately 
23 subjects. The teaching practice of this programme has only one hour weekly in 
semester one and another in semester two (ibid.: 38-40). The total hours of this 
programme is 48 and is broken down as follows, Table 2.8: 
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no. subjects total hours for the subject 
week 
semester 1 semester 2 
I Morphology I 1 
2 Grammar 2 2 
3 Error analysis 1 1 
4 Linguistics 1 1 
5 Metrics 1 1 
6 Qur'anic linguistic studies 2 
7 yadith linguistic studies 2 
8 cAbbäsid prose and poetry 4 
9 Post-Classical poetry 2 2 
10 Rhetoric 2 1 
11 TAFL methodology 1 1 
12 Planning curricula for TAFL 1 1 
13 Educational psychology 1 1 
14 The Islamic bases of education 1 1 
15 Qur'an 1 1 
16 Islamic jurisprudence I 1 
17 Hadith 1 1 
18 Islamic culture 1 1 
19 Contrastive linguistics 2 
20 Semantics 1 
21 Psycho-linguistics 1 
22 Evaluation 1 
Total hours per semester 24 24 
Total hours per programme 48 
Table 2.8: Special Diploma Programme, Umm Al-Qura University, Makkah 
v. Higher Diploma Programme (Imam University, Riyadh) 
Candidates study in this Unit for two semesters of 32 weeks (16 weeks per semester). 
The first semester usually focuses on theoretical matters and the second on practice 
what is also taught in the first semester (Imam Muhammad Ibn Saud Islamic University 
1983: 41-47). There are 34 hours in total covering the programme, Table 2.9: 
no. subjects total hours for the subject per week 
semester I semester 2 
1 Introduction to general linguistics 3 
2 Introduction to phonetics 3 
3 Morphology and grammar 3 
4 Semantics I 
5 Lexico raphy 1 
6 Linguistic contrasts and error anal sis 3 
7 Problems in TAFL 2 
8 Fundamentals of TAFL 2 
9 Islamic culture 2 
10 TAFL methodology 4 
11 Methodology in the teaching of religious subjects 2 
12 Planning curriculum for TAFL 3 
13 Instructional aids 3 
14 Research approach 2 
- 
Total hours per semester 20 14 
F I Total hours per programme 34 
Table 2.9: Higher Diploma Programme, Imam University, Riyadh 
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vi. Master's Programme Unit (Imam University, Riyadh) 
Students study two years on this programme and then submit their dissertation. Before 
joining this programme, students must have obtained their higher diploma. Each year is 
divided into two semesters and the second year is devoted to study, research and writing 
the dissertation. The second year consists of one semester (32 weeks) with twelve hours 
per week and each module is taught for three hours a week. The four subjects taught in 
the second year are (ibid.: 48-51): i) Applied linguistics, ii) Designing textbooks for 
TAFL, iii) Planning curriculum for TAFL (based on Islamic Culture, and iv) Psycho- 
linguistics. 
vii. General Diploma Programme (Imam University, Riyadh) 
This programme is similar to the Higher Diploma Programme with the exception of: a) 
students who have only obtained secondary school certificates can attend this course, 
and b) students do not study semantics and lexicography (ibid.: 51-56). This programme 
does not lead to an MA programme. 
viii. The Short Course (Imam University, Riyadh) 
Candidates study for only one semester of 16 weeks. Two (5 and 6) out of the seven 
subjects each have one hour weekly and as an application the other subjects are taught 
theoretically, as seen in Table 2.10 below (ibid.: 57-58): 
no. subjects total hours per subject 
er week 
1 General linguistics and phonetics 3 
2 Grammar 2 
3 Planning curriculum for TAFL 3 
4 Fundamentals in the teaching of foreign languages 1 
5 Methods in TAFL 4 
6 
H 
Methods in teaching religious subjects 2 
7 Islamic culture 1 
Total hours per week per programme 16 
Table 2.10: Short Course, Imam University, Riyadh 
ix. Short Course for TAFL and Subject Teachers of Religion (Imam University) 
This course takes place over two months in the summer outside the country. Students 
study 30 hours weekly followed by examinations. As there is a gap between the 
students' proficiency in the Arabic language and their knowledge of the Islamic culture, 
the curriculum is designed to take that disparity into consideration. Thus, the curriculum 
is divided into three sections, namely, education, language and a combination of both 
education and language studies (ibid.: 60-64). 
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Education 
no. subjects total hours for the subject per 
week 
theory application 
1 Tafsir 1 
2 lia ith 1 
3 Islamic culture 2 
4 Reading 1 
5 Composition 2 
6 Grammar and morphology 1 
7 Arabic phonetics I 
8 Educational psychology 3 
9 Education 3 
10 Methodology in teaching of religious subjects and applied 
education 
4 2 
11 Methodology in TAFL and applied education 6 3 
Total hours per week per programme 25 5 
Table 2.11: TAFL Teachers' Training: Short Courses, outside the country (Education) 
Language 
no. subjects total hours for the subject per 
week 
theory application 
I Tafsir 3 
2 Hadith 2 
3 Islamic culture 4 
4 Conversation 7 
5 Writing 4 
6 Reading and phonetics 6 
7 Grammar 4 
Total hours per week per programme 30 00 
Table 2.12: TAFL Teachers' Training: Short Courses, outside the country (Language) 
Education and Language 
This section is a pairing of the two divisions with an extra module in orthography. 
2.2: 3: 2 Point of view about the TAFL teachers' education 
In the curriculum of the Saudi Teacher Training programmes, we notice that most of the 
modules are theory based: for instance, students in the King Saud University are given 
in the Teachers' Preparation Unit 31 hours for the whole programme of theory and only 
5 hours of practice (see Table 2.5), that is only 16.13%. The present researcher studied 
for his Master's degree at the Imam University for approximately two years and had no 
opportunity for teaching practice during that programme. If we take the Cambridge 
Certificate in the Teaching of English as a Foreign Language to Adults (CTEFLA), 
approximately 40% of the course is devoted to classroom observation and teaching 
practice is linked with peer and tutor assessment. The one or four week CTEFLA 
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courses usually cover the essentials of language teaching methodology, classroom 
practice, language awareness and pronunciation. 
A general observation of the TAFL teacher-training programmes in Saudi 
Arabia is that they are long (between one and two years), and the theoretical side of the 
teaching practice on such programmes presents a particular challenge. The problem is 
that these programmes are not related to the actual needs of the teachers' trainees. 
Sieny, in an interview, confirmed this and added that the TAFL training programmes 
are still traditional and need to be modernised in order to take advantage of the new 
developments in the field of foreign language teaching. 
2.3 Literature related to TAFL 
In this section several textbooks, journals, books and research studies related to TAFL 
will be reviewed. 
2.3: 1 Textbooks in Saudi Arabia 
Currently, there are some significant textbooks relating to TAFL. In Saudi Arabia, the 
Universities and the Ministry of Knowledge have taken charge of these textbooks. A 
sample of these textbooks are reviewed below: 
i. Silsilat tacrm al-/ughat al-carabiyya, Parts I-XXXVII. Riyadh: Imam Muhammad Ibn 
Saud Islamic University, 1408/1987. 
This is a complete curriculum of TAFL and the principles of Islamic sciences. 
More than fifty experts and teachers have been consulted in carrying out this project. It 
consists of thirty-seven textbooks, five teachers' manuals and eight dictionaries. The 
curriculum is divided into four levels: each level has two semesters of sixteen weeks 




title (Arabic) title (English translation) total of 
textbooks 
One Religion DurtEs min al-Qur'än Studies in the Quran 
Arabic Kitäb al-$uwar Picture book (listening and speaking 
drills) 




Kurräsat al-khatt Calligraphy 
reference al-Muciam Dictionary 
sources Dalil al-mucallim Teacher's guide 
Two Religion Durüs min al-Qur'an Studies in the Quran 
al-Hadith Saying and deeds of the prophet 
Muhammad 
Arabic al-Qird'a Reading 
language al-Tacbir Composition 
al-Kitaba Writing 
al-Nabw Grammar 
al-Sarf Conjugation 10 
exercise 
book 
Kurräsat al-khatt Calligraphy 
reference al-Muc jam Dictionary 
sources Dalil al-mucallim Teacher's guide 
Three Religion Durüs min al-Qur'an Studies in the Qur an 
al-Hadith Saying and deeds of the prophet 
Muhammad 
al-Fiqh Islamic Jurisprudence 
at-Tawhid (a branch of Theology 
Arabic al-QirWa Reading 
language al-Tacbir Composition 






Kurrat al-khatt Calligraphy 
reference al-Muc'am Dictionary 
sources Datil al-mucallim. Teacher's guide 
Four Religion Durüs min al-Qur'an Studies in the Quran 
al-Hadith Saying and deeds of the prophet 
Muhammad 
al-Fiqh Islamic Jurisprudence 
at-Tawhid (a branch of Theology 
at-Ta(ikh al-Islämi Islamic history 
Arabic al-QirSa Reading 





al-Balägha wa I-Naqd Rhetoric and criticism 15 
exercise 
book 
Kurrat al-khatt Calligraphy 
reference al-Nlucjam Dictionary 
sources Darl al-mucallim Teacher's guide 
Table 2.13: Silsilat tac*/m al-luehat al-''arabii'vu 
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The general aims of these textbooks are: i) to qualify learners to study at university level 
where Arabic -is the medium of instruction, ii) to enable learners to understand the 
media messages, iii) to speak, read and write fluently and iv) to provide the learners 
with satisfactory religious instruction. The curriculum committee took into account all 
the educational conditions in choosing the content and organising it. These textbooks 
had been piloted for five years before its materials were available to learners. 
This series is one of the best developments in the field of TAFL. The researcher 
still remembers large orders from around the world asking for copies of the series. 
However, the series is subjected to the conditions of the Imam University where there 
are certain constraints imposed on the content of the series such as the emphasis laid on 
the religious content and prohibition of pictures of people and animals in the textbooks. 
ii. Fa °abdul-Rahim. Silsilat durüs / taClim al-lughat al-carabiyya wa thagäfat 
1-islamiyya. Al-Madina: al-Jämi`a al-IsFamiyya, 1414/1994. 
This series contains a complete set of textbooks for levels I to IV which includes 
lessons in writing, reading, calligraphy, grammar, morphology, badith and 
jurisprudence, Qur'änic exegesis and literary texts. It is divided into two subject areas: 
Arabic language and Islamic culture, the latter includes religious topics. The aims of 
these textbooks are: a) religious - with the aim of providing learners with Islamic 
knowledge, concepts and terminology facilitating the learning of subjects in Islamic 
Studies at the university; and b) Arabic - with the aim of providing learners with 
reading, writing and speaking skills in Arabic and enabling them to master different 
styles of Arabic; the ultimate goal being to Arabic as a medium of instruction at the 
university level. It is an enormous task, almost undertaken by one person 
(Fa cabdul-Rahim). Emphasis in this project is not given to methods and teaching aids. 
No evaluation of the series has so far been done. 
In short, it is evident that the Silsi/at tacrm 1-lughat /-carabiyya and 
Silsilat durt7s / taclim 1-lughat l Carabiyya wa 1-thagafa 1-Islämivya are both targeted at 
learners of university level (the Imam University and Islamic University). The emphasis 
is on both the religious and the linguistic content as a result of the religious nature of the 
two universities. The crucial question is: are these textbooks sufficient to build specific 
knowledge and skills to enable learners to study effectively on a particular course? It 
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seems that students are caught in the middle, in that there is not adequate emphasis on 
Arabic and learning skills nor Islamic instruction. The need here is an emphasis on 
TAFL, employing Islamic culture as a part of the programme and not as an independent 
programme by itself. Classical Arabic should be taught, especially for students who are 
going to study Islamic Studies at university level, as well as improving reading skills. 
iii. M. Sieny et al. 1403/1983. AI-"Arabiyya ! il-näshiin, Parts I-VI. Riyadh: Ministry of 
Knowledge. 
It is a set of textbooks targeted to young learners (11+) from levels one to six 
with a teacher's manual for each level. There are also audio-visual aids for most of the 
texts and drills. The project presents the contents in Modern Standard Arabic (MSA) 
and gives learners an access to Arabic in an Islamic context. The aims are to understand 
the language of the media and to communicate with Arabic speakers fluently. Based on 
the principle of integrating skills with language and culture, these textbooks are 
addressed to specific learners, not according to their needs, but their age. Despite its 
target of young learners around the world, it does not take into account environmental 
and cultural factors that differ from one country to another such as those in Indonesia 
and the United States whose needs, orientations and learning facilities are different. It is 
difficult, admittedly, to design a syllabus to suit all learners in different parts of the 
world and the project may not receive support from some pedagogues. In essence the 
work is certainly a step in the right direction and the need for textbooks and 
programmes that concentrate on the learners' needs is now clearly recognised. 
2.3: 2 Textbooks elsewhere 
We list here some other TAFL textbooks used elsewhere with brief comments: 
1. Balkacem Baccouche and Sanaa Azmi. 1984. Conversations in Modern Standard 
Arabic. New Haven: Yale University Press. 
This is designed for students with a basic level of grammar and vocabulary 
2. Dionisius Agius. 1997. Mabruk, Level One Arabic Course. Leeds: University of 
Leeds; a revised 1989 edition. 
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This textbook focuses on two main skills, reading and writing, designed for first 
year students at Leeds giving a basic working knowledge of Modem Standard Arabic 
grammar. 
3. Ernest McCarus, H. Qafisheh, and R. Rammuny. 1975. First Lessons in Literary 
Arabic. Troy, Michigan: International Book Centre. 
It is written for beginners to read Modern Standard Arabic. 
4. Ernest McCarus & R. Rammuny. 1974. A Programmed Course in Modern Literary 
Arabic Phonology & Script. Troy, Michigan: International Book Centre. 
This teaches students to read Arabic with acceptable pronunciation and it can be 
used for self-instruction. Audio-tapes are included. 
5. Farhat J. Ziadeh. 1964. A Reader in Modern Literary Arabic. Troy, Michigan: 
International Book Centre. 
The textbook is designed for an intermediate reader who has covered the 
essentials of Arabic morphology and syntax. It represents the modern literary style of 
writing in the eastern Arab countries. 
6. Karin C. Ryding. 1990. Formal Spoken Arabic: Basic Course. Washington DC: 
Georgetown University Press. 
It teaches a standardised variant of Spoken Arabic with a non-grammar-based 
approach. Audio-tapes are included. 
7. Kristen Brustad, Mahmoud Al-Batal and Abbas Al-Tonsi. 1995-1997. Al-Kitaabfii 
Ta`a11um al-`Arabiyya: A Textbookfor Arabic, Parts I-Il. Washington DC: Georgetown 
University Press. 
This textbook in its two parts was designed on a communicative, proficiency- 
oriented approach with fully integrated audio-video media to teach Modern Standard 
Arabic as a living language. 
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8. Peter Abboud et al. 1983. Elementary Modern Standard Arabic. Cambridge: 
Cambridge University Press; a revised 1968 edition. 
This is considered as the most widely used textbook for the elementary Arabic 
learners in the USA and elsewhere. The goals of this textbook are to understand both 
written and spoken Modern Standard Arabic, to master oral and written composition 
and to practise both oral reading and handwriting. 
9. Peter Abboud, A et al. 1991. Modern Standard Arabic: Intermediate Level. Ann 
Arbor, Michigan: University of Michigan Press; a revised edition. 
A follow up of the Elementary Modern Standard Arabic this textbook is to 
improve student's reading and comprehension of Modern Standard Arabic. 
10. Raji M. Rammuny. 1978. Modern Standard Arabic. Ann Arbor, Michigan: 
University of Michigan. 
It concentrates on advanced Arabic composition based on literary texts and 
audio-visual materials. It is aimed at developing fluency and ease in the use of literary 
Arabic for both oral and written purposes. It focuses equally on linguistic forms and 
situational settings and presupposes knowledge of Arabic at an intermediate level. 
11. Al-Said Mohammad Badawi et al. 1983-1993. al Kitäb al-asas% Parts 1-111. Tunis: 
Arab League Educational, Cultural and Scientific Organisation (ALECSO). 
This textbook is designed to teach the four skills of Modern Standard Arabic 
(MSA) to non-native speakers of Arabic. It imparts a sense of Arab history, cultural 
achievements and geography. 
12. Samar Attar. 1988. Modern Arabic: An Introductory Course for Foreign Students, 
Parts I-II. Beirut: Librairie du Liban. 
This is an introduction to Modern Standard Arabic with a teacher's manual. 
2.3: 3 Journals 
There is currently no single journal that concentrates specifically on TAFL; however, 
two journals have taken an interest in the pedagogy of teaching Arabic: 
-29- 
i) the Arab Journal of Language Studies published by Khartoum International Institute 
of Arabic. It is a valuable source containing several articles on TAFL with some useful 
ideas about this field. Its main concern is Arabic studies in general. 
ii) Al-CArabiyya: Journal of the American Association of Teachers of Arabic. It is one 
of the important sources of TAFL studies, but its main concern is generally topics on 
Arabic linguistics, literature and Islamic studies. 
2.3: 4 Books and research studies 
Most of the centres that run TAFL give consideration to research in this field: Some 
studies have been conducted by TAFL staff, MA or Ph. D. researchers. A large number 
of research studies and academic books are in hand, but the question is, to what extent 
these works are scientifically designed and what their effect is on the practice of TAFL? 
Sieny and al-Kasho (1995: 14-130) listed 600 research and academic books and it is 
believed that these are by no means all the published works. The research studies are 
attributed to more than 200 main centres for TAFL around the world (ibid.: 208-216): in 
the UK alone there are about 55 centres for TAFL (Agius 1988). 
2.4 Conclusion 
In the Saudi context students who benefit from TAFL programmes are those wishing to 
further their education to study at universities though inadequate consideration is given 
to the learning skills which are essential in academic study. Evening classes for adults 
are, indeed, encouraging but they follow the curriculum assigned for full-time diploma 
students whose courses are designed for different purpose. There is in general 
inflexibility in curricula and syllabses because of the central decision making, which 
takes time and involves lengthy procedures. Syllabuses lack balance, religious content is 
in some institutes more than what students require and above their linguistic ability in 
Arabic. Despite the encouraging quantity of literature related to TAFL, there is a 
problem in distributing it among the TAFL centres world-wide which results in a 
shortage in some cases and an abundance in others. One final point which needs 
mentioning is that teacher training is lacking in practically all the TAFL programmes. In 
order to ensure quality in teaching and learning, this is vital for any serious attempts in 
course design and planning. Short courses to this effect are essential in long term 
planning; they are normally addressed at a specific audience. It is the concern of this 
thesis that no single programme in Saudi Arabia focusing on Teaching Arabic for 
Specific Purposes (TASP) is being conducted. We will discuss the needs for such a 





A great deal of time has been spent in contacting researchers in the field of Teaching 
Arabic as a Foreign Language in the Arab world, i. e. Saudi Arabia, Egypt, Tunisia, 
Syria and Sudan, as well as North America and the United Kingdom. The contacts were 
made in order firstly, to consult experts in the field of TAFL and secondly, to obtain 
further sources, especially in Arabic-speaking countries where research details can be 
very difficult to obtain because of the lack of communication between libraries and 
information networks in this field. All these attempts aimed to assess the existing 
situation of Teaching Arabic for Specific Purposes (TASP) in the Arab world. Findings 
of this survey force the researcher to accept the fact that TASP is still in its very 
beginning in the Arab world and elsewhere where TAFL programmes are run. 
There was no doubt that the effective way of assessing the needs for TASP and 
the purposes for which Arabic is needed was to conduct a field survey. This chapter will 
cover the initial field survey work as well as the current situation of TASP, textbooks, 
books and research studies. 
3.2 TASP in Saudi Arabia and elsewhere 
None of the four TAFL institutes in Saudi Arabia runs TASP courses3: the informal 
interviews with teachers in the IMU - TAFL Institute showed that it is possible 
occasionally to run such courses where there is a demand for it. We mention one good 
example; in 1984, the Special Security Forces and the Riyadh Central Hospital had 
asked the Institute to organise two courses in Arabic for Korean security instructors and 
non-Arab doctors. It was an individual effort coming from four teachers in the Institute 
3 Until fairly recent times Arabic was taught in the Arab World (and still is in several areas) through the 
Quränic school system, called the kuttäb, in which the focus was on teaching the Qur än, liadith and 
Islamic jurisprudence. In the non-Arab Muslim countries Arabic was taught (and still is in some cases) 
through the same system in which can be considered as a type of TASP (Malhmüd 1983: 115-120). In fact 
the kutt5b can be considered one of the earliest methods of TASP, not unlike the Catechism school 
system for teaching the Old Testament and the Gospels in the Christian world in Catholic countries. 
However, a scientific approach to this historical practice has not been developed in comparison with other 
languages such as English. 
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and was a one-off attempt. It was a good experience but no records were kept in 
connection with the course designed for this specific purpose. 
3.2: 1 The current situation 
In 1995 the Arab League Educational, Cultural and Scientific Organisation (ALECSO) 
in Tunis published a general bibliography on TAFL world-wide: it included research 
studies and academic works (612), textbooks (375), dictionaries (324), audio, audio- 
visual and computer programmes followed by a hint of TAFL centres (Sieny and al- 
Kasho 1995: 11). The TASP was merely represented in this bibliography by 14 items, 
which means 1.07% of the whole materials (1311). Al-Batal (1995: 5) refers to some 
challenges facing the world of TAFL, in which he rightly observed that "providing better 
responses to students' changing needs" is one of the pressing demands. The response should 
come with clearer goals about planning curricula, designing courses and syllabuses and 
developing materials. This indeed reflects the current situation of TASP not only in 
Saudi Arabia but also around the world. 
3.2: 2 Programmes 
The American Embassy in Tunis conducted a decade ago the Teaching of Arabic for the 
Diplomatic Services, concentrating mainly on colloquial Arabic. The Monterey 
programme in the USA teaches fuha and several types of colloquial Arabic to members 
of the intelligence service and the other three forces - the military, air force and the 
navy, the equivalent of which is conducted in the UK at the Defence School of 
Languages in Beaconsfield where Arabic is taught specifically to members of the armed 
forces. 
Arabic for Specific Purposes is also taught at the Centre for Arabic Language 
Services in London focusing on Arabic for communication, the School for Continuing 
Studies at the University of Cambridge where Arabic is taught for business and 
diplomats; and the Manchester Business School at the University of Manchester with 
Arabic for the needs of the business community (Agius 1988: 2,5,8 & 21). 
There are two programmes in Syria that run courses in TASP namely, the 
American Language Centre and the Institut Francais d'Etudes Arabes de Damas (the 
French Institute for Arabic Studies in Damascus). Although the main concern of the 
American Language Centre is teaching English they do, occasionally, run colloquial 
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courses using the communicative approach and conduct two courses in TASP during the 
summer and winter months. 
At the French institute, students with experience of three to six years in studying 
Arabic as a Foreign Language can further their studies by attending several courses such 
as, Speaking and Writing Modern Arabic, Media Arabic, Colloquial Arabic and Arabic 
for literary purposes. After a placement test to assess their level in Arabic, students are 
given a basic Arabic course all together for a certain number of hours and then they are 
divided into small groups according to their needs or have individual tuition. Four 
weeks is the length of the summer courses and the winter courses are run for three 
semesters from October till June. No specific syllabus is followed; in fact, each teacher 
can design his/her own syllabus. 
Arabic for diplomats is taught at the British Council in Cairo and the 
International Language Institute based also in Cairo. No such courses exist in Saudi 
Arabia. 
3.2: 3 Research studies related to TASP 
Research studies in TAFL and in TASP are under way in several institutes world-wide: 
those closely related to TASP are listed here: 
1. 'Ali B. Bashir. 1983. "Ta*mim manhaj li-tacfim al-lugha 1-carabiyya Iii-5aff wa- 
1-junüd fi 1-iglim al-janübi", MA dissertation, International Institute of Arabic, 
Khartoum. 
2. Husayin Muhammad Jamºl. 1983. "Manhaj al-khutwa 1-südäniyya li-tacl-im 
al-Qur'an lil-nätigin bi-lughät mukhtalifa", MA dissertation, International Institute of 
Arabic, Khartoum. 
3. Lousian Brangy. 1983. "Bind' wibda diräsiyya li-tulläb al-tärikh al-Carabi 
1-islämi f"i fransä", MA dissertation, International Institute of Arabic, Khartoum. 
4. Tishwni Shiya. 1983. "Tacfim al-lugha 1-Carabiyya li-äcdä' al-bicthät al-tibiyya 
l-siniyya fi 1-watan al-carabi", MA dissertation, International Institute of Arabic, 
Khartoum. 
5. Sämiya Ahmad Nor. 1984. "AI-ýucübat I-lughawiyya allati tuwäjih mutacallimi 
l-lugha 1-carabiyya min ghayr al-nätigin bihä lil-gharad al-diini", MA dissertation, 
International Institute of Arabic. Khartoum. 
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6. Mabmüd K al-Naga. 1406/1985. Barämij tacCm a/-carabiyva /i/-mus/immn 
al-n, tigin bi-lugha ukhrä fi daw'dawafilhim. Makkah: Umm Al-Qura University. 
7. Abdul-Rahman Ben Chik. 1988. "Teaching Arabic for Specific Purposes (ASP) in 
Malaysia with reference to teaching reading skills at the International Islamic 
University", MA dissertation, Salford University. 
8. Ibrahim Az-Zaini. 1992. An Arabic Teaching Methodology for Muslims. Beirut: 
Librairie du Liban. 
9. $älih al-Suhaybäni. 1412/1992. "Al-mustalabät al-siyäsiyya l-shä ica f -i l-suhuf 
al-sacüdiyya wa kayfiyyat tawzifihä fi taclim al-diblümisiyyin al-nätigin bi-ghayr al-car 
abiyya", MA dissertation, Imam University, Riyadh. 
Mahmüd al-Naga's Barämij taclim al-carabiyya lil-muslimin a1-n tigin bi-lugha 
ukhrä 1 daw'dawäfichim (no. 6 above), was carried out as a field project to identify 
the non-Arab Muslim adult learners' motives for learning advanced Arabic in Saudi 
Arabia looking into their motives, their gender and nationality. The research classified 
its findings on learners' motives into several categories. Those wishing to study Islam 
were considered to have a stronger motive followed by those studying to further their 
knowledge in the Arabic obtaining a degree in Arabic not a strong motive and less to 
getting a diplomatic job in the Arab world. A programme related to the learners' 
objectives and motives was designed concerning multiple dimensions: linguistic, 
cultural, communicative and educational. The research shows that the motives were 
equally balanced between men and women but there is no proportional relation between 
the number of females (23) and males (157) involved in the project. 
Sälib al-Suhaybäni's dissertation "Al-mu*talahät al-siyäsiyya 1-shd'ica f -i 1-subuf 
al-sacüdiyya wa kayfiyya tawzifihä fi taclim al-diblümisiyyin al-nätigin bi-ghayr 
al-carabiyya" (no. 9 above) aims: a) to find out the most frequently used diplomatic 
terminology (3000 terms) listed in Saudi newspapers published in a period of three 
months in 1992, and b) to design lessons in Arabic for non-Arab diplomats in Saudi 
Arabia. The author did not consider the communicative needs, learning context and 
skills required. 
Ibrahim Az-Zaini's An Arabic Teaching Methodology, for Muslims (no. 8 above) 
in a study on TAFL programmes in the areas of syllabus design and teaching 
methodology. The findings of this study opened various possibilities for a new syllabus 
design for TAFL with an aim to give learners not only the structure of language but also 
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incorporate the linguistic information with that of the Islamic culture and society. The 
framework of this syllabus consists of several stages such as curriculum planning, the 
learned language, the linguistic content, the cultural content, methodology and skills 
required. In many respects Az-Zaini presents a new approach, the so-called Islamic 
Method which teaches Islam to non-Arab Muslims using society and culture as a 
religious identity via the language Arab Muslims use. 
Abdul-Rahman Ben Chik in his MA dissertation "Teaching Arabic for Specific 
Purposes (ASP) in Malaysia with reference to teaching reading skills at the International 
Islamic University" gave a general idea about teaching Arabic for Specific Purposes at 
the International Islamic University in Malaysia focusing on reading. The thing that he 
did not mentioned was the actual needs of the learners. In theory he explained the 
situation of TAFL in Malaysia dividing motives of the learners into three categories: 
religious, academic and social motives. However, no need assessment was conducted. 
3.2: 4 Textbooks 
Some of the important textbooks in the field of Arabic for Specific purposes are briefly 
described below: 
1. M. Mansoor. 1965. Legal and Documentary Arabic Reader, Parts I-II. Leiden: Brill. 
This textbook focuses on the style employed in formal documents and 
international contracts. In order to benefit from this textbook learners are expected to be 
intermediate and have mastered the basics of Arabic grammar. 
2. Mahmoud Sieny et al. 1991. Reading Arabic for Muslims. Beirut: Librairie du Liban. 
The main objectives of Sieny's book are to help non-Arab Muslims (non- 
beginners) understand and read the Qur'an fluently and to assist learners in their 
understanding of Arabic works written on Islamic culture. This first textbook has thirty 
lessons with topics on Islam; the choice of vocabulary is based on the language of the 
Qur'an, the pa th, the law and Islamic culture. Moreover, comprehension drills, 
vocabulary and grammar items are designed to assist the understanding and appreciation 
of the text material, giving learners a wide mastery of the Arabic language. 
3. Fred Pragnell. 1992. Arabic in Action: A Basic Course in Spoken Arabic. London: 
Lund Humphries. 
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This textbook is for learners working in the Arab World, in particular in the 
Middle East. Businessmen, managers, airline staff, teachers, people working in health 
services are the expected learners. It concentrates on communication in specific 
situations as well as providing learners with everyday conversation. Tapes are included. 
4. Raji Rammuny. 1993. Advanced Business Arabic. Troy, Michigan: International 
Book Centre. 
This textbook is designed to meet the needs of learners in American and 
European universities, and members of the business community and government 
officials who wish to learn Arabic for career and practical purposes. There are ten parts: 
general information on the Arab world, familiarity with some Arabic traditions and 
customs, travel transactions, business correspondence, commercial advertising, banking 
and monetary documents, commercial and economic reports, articles and contracts. The 
aim of this textbook is to help learners to: 1) understand business reports and notes 
presented in Arabic, 2) read original Arabic materials dealing with business and trade, 
3) express oneself orally by requesting or giving information needed for business 
transactions, 4) fill out business forms, cheques and documents, write business letters, 
notes and short reports, and 5) interpret specific cultural, religious and social customs 
and behaviour involved in Arabic business practices and negotiations. In terms of 
content and depth, this textbook has been successful. 
5. Raji Rammuny. 1991-1995. Programmed Arabic-Islamic Readers, Parts I-II. Troy, 
Michigan: International Book Centre. 
Part one of this textbook consists of 45 lessons covering phonology and script 
with a choice of words that occur most frequently in the Qur'än and in Islamic literature. 
The second part focuses on texts and grammar containing 30 lessons each consisting of 
five parts: 1) text, which takes the form of dialogue, story, prophetic tradition, Qur'änic 
verses or selections from Arabic-Islamic literature, 2) oral drills, 3) grammar, 4) review, 
and 5) self-testing. 
6. John Mace. 1996. Arabic Today: A Student, Business and Professional Course in 
Spoken and Written Arabic. Edinburgh: Edinburgh University Press. 
Manly for visitors to the Arab World or those planning to work there with the 
aim to provide material for day-to-day activities. It is a self-contained course with tapes. 
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3.3 Surveying the need for a TASP programme in Saudi Arabia 
From the above, it is clear that TASP is serving the needs of the businesses world but 
more research is needed in other areas; in order to understand what specific needs are in 
demand in Saudi Arabia, who the learners are and what the purposes are of such 
learners, we undertook a survey to investigate the teaching and learning of Arabic as a 
Foreign Language. 
This initial field survey dealt with the identification of the learners' needs, the 
aims of which were to collect data about the learners and reasons behind studying 
Arabic as a Foreign Language. All these data were taken from the final level students of 
TAFL programmes in Saudi universities and from samples that represent non-Arabs 
working in various areas in the country. The data also included attitudes towards 
foreign language teaching and learning and in our case, of course, attitudes towards 
TASP. 
3.3: 1 Limitation of the initial field survey 
The survey was limited to cover the Saudi TAFL Institutes and a sample of the non- 
Arabs working in the country. The final semester students were involved because they 
had already spent almost two years studying Arabic in Saudi Arabia; they were more 
self-confident and were about to enrol at university level. No female students were 
involved; in this respect it is of interest to note that only two universities have TAFL 
programmes for females (King Saud University and Umm Al-Qura University), with 
fewer than ten female students on both programmes, and these programmes are not run 
on any regular basis. 
The current researcher, in order to improve the clarity of the questionnaire, 
conducted the fieldwork by himself in regard to the TAFL students and the TAFL 
evening classes, which made the process extremely time consuming. For the other 
samples, the questionnaire (written in English and translated into French as well) was 
given to some Arab volunteers who in turn distributed it to their non-Arab colleagues in 
the same work location. 
3.3: 2 Population of the initial field survey 
The procedure for sampling from the target population was to choose all the final 
semester students of TAFL programmes in Saudi Arabia as they have enough 
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experience of Arabic as a Foreign Language in order to provide information which we 
could trust. As for the others, we tried to cover disciplines such as the military, health, 
hotels, travel and industry. Sampling the population was not 100% at random because 
some places were sensitive to being visited and to having information collected about 
the number of people working there, which was not always possible to find out. Others 
were simply not co-operative. It was also not possible to be sure that the chosen sample 
of population would agree to fill in the questionnaires. The researcher, apart from 
visiting the designated areas for sampling and conducting the survey there, asked a 
number of relatives/volunteers to distribute the questionnaires rather than posting them 
which would have meant a very low probability of getting them back in reasonable 
numbers and in the appropriate time. 
The students involved live in Riyadh, Makkah and Al-Madina and their number 
in the final semester in all the four institutes reached 131, Table 3.1: 
institutes population attendance absence 
Umm AI-Qura University (Makkah) 27 16 11 
Imam University (Riyadh) so 36 14 
King Saud University (Riyadh) 18 12 6 
Islamic University (Al-Madina) 36 33 3 
Total 131 97 34 
Percentage 74% 26% 
Table 3.1: Final level students of TAFL in Saudi Arabia 
Other samples collected from the non-Arab professional population includes size and 
location as given below in Table 3.2: 
no. sample description q uestionnaires Location of 
given returned work 
total total % 
I Riyadh Air Base 100 30 30 Riyadh 
2 Embassies 200 51 25.5 Riyadh 
3 AFL's evening classes 150 105 70 Riyadh 
4 Holiday Inn Hotel 20 16 80 Jeddah 
5 King Faisal Hospital 60 36 60 Riyadh 
6 The Military Hospital 60 38 63.33 South Western 
7 Saudi Airlines 60 16 26.67 Jeddah 
8 Saudi Cable Company 50 49 98 Jeddah 
9 Vinnel Company 40 26 65 Riyadh 
Total 740 367 49.60 
Table 3.2: A sample of the non-Arabs working in Saudi Arabia 
3.3: 3 Instrument of the initial field survey 
The instrument of the initial field survey was the TAFL students' questionnaire 





which included nine questions regarding age, gender, nationality, mother tongue and so 
on, ii) attitudes towards learning foreign languages, and, iii) needs for studying Arabic 
with nine questions (see Appendix A). For the non-Arabs working in Saudi Arabia, the 
questionnaire contained 27 questions with three main sections: a) personal details about 
the candidates, b) attitudes towards learning foreign languages, and, c) their needs in the 
case of attending a forthcoming TASP course (see Appendix B). 
3.3: 3: 1 Validity of the questionnaire 
To test the validity of the questionnaire it was given to three assessors: Abdu al-Rajehi 
of the University of Alexandria, Mahmoud al-Sieny of King Saud University and 
Muhibuddin Abu-Salih from Imam University. All work in the field of Applied 
Linguistics and are well known in the field of TAFL in Saudi Arabia and abroad. 
Information about them is given below in Table 3.3: 
no. assessor profession and title place of work 
I Abdu Ali Professor of Applied Linguistics Universities of Alexandria (Egypt) 
al-Rajehi in TAFL and Dean of the Faculty and Imam (Saudi Arabia) 
of Arts 
2 Mahmoud Professor of Applied Linguistics University of King Saud (Saudi 
al-Sieny and Head of the Translation Arabia) 
Centre. 
3 Muhibu ddin Senior lecturer in Education. University of Imam (Saudi Arabia) 
Abu-Salih 
Table 3.3: Assessors' personal information (the initial field survey) 
Their advice was in terms of changing the sequence of the questions, adding some 
questions or categories and making some written corrections to improve the readability 
of the questions. 
Ten students of different levels in Arabic were asked to fill in the questionnaire 
to find if there were any difficult or ambiguous questions and to time the completion of 
the entire questionnaire. Some adjustments were made particularly in the vocabulary. 
Interestingly enough words like hobbies (huwäyät), product (haslla), fluency (ta/aga), 
guessing (takhmin) and patterns (ýinm t) were not familiar to the students; such terms, 
of course, were taken into account in designing the final version of the questionnaire. 
3.3: 4 Analysing results of the initial field survey 
Below, we have the results of the initial field survey analysed and interpreted starting 
with the results of the TAFL students' questionnaire. The statistics that are used in the 
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analysis are simple and clear and based on the frequency of each variable's responses 
and its proportions to the whole sample. 
3.3: 4: 1 TAFL students 
I. Personal information about the learners 
Questions in this section were designed to identify specific details of students. Students' 
ages were not taken into account, as they are required to be 18+ to attend TAFL 
programmes as stated earlier and not older than 35 on a full-time course. They were all 
male Muslims living in the three main cities of Makkah, Al-Madina and Riyadh. 
Nationalities and mother tongues of the students are in Table 3.4 and 3.5 below: 
I. Nationalities of the students 
no. nationality frequency percentage 
I Afghan 14 14.43% 
2 Albanian 03 03.09% 
3 Bosnian 06 06.18% 
4 Chinese 06 06.18% 
5 Filipino 03 03.09% 
6 Ghanaian 02 02.06% 
7 Hungarian 03 03.09% 
8 Indian 10 10.30% 
9 Indonesian 02 02.06% 
10 Liberian 02 02.06% 
11 Malaysian 02 02.06% 
12 Nigerian 04 04.12% 
13 Pakistani 08 08.24% 
14 Russian 06 06.18% 
15 Somali 03 03.09% 
16 Turkish 02 02.06% 
Total and percentage 76 78.35% 
Table 3.4: Nationalities of TAFL students 
II. Native languages spoken by students 
no. mother tongue frequency percentage 
I Bosnian 04 04.12% 
2 English 04 04.12% 
3 Hausa 04 04.12% 
4 Malay 04 04.12% 
5 Pushtu 13 13.40% 
6 Russian 04 04.12% 
7 Urdu 13 13.40% 
Total 46 47.42% 
Table 3.5: Native languages spoken by students 
Students were asked (Question no. 7) about their future plans after completing the 
TAFL programmes and graduating from the universities, the results of which are 
illustrated as follows (Table 3.6): 
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code future plans frequency percentage 
7/1 teachers 33 34.02 
7/2 ducat 40 41.24 
7/3 specialising in Islamic Studies 24 24.74 
Table 3.6: Future plans of TAFL students 
The table shows 33 students (34.02%) indicated that they wished to become teachers, 40 
(41.24%) wanted to perform dacwa and, 24 (24.74%) to specialise in Islamic Studies. 
As for their qualifications, 69.07% of them hold General High School Certificate, 
twenty students had acquired diplomas (20.62%) and ten had other qualifications such 
as a Bachelor of Arts or a Master of Arts (10.31%). The official entrance requirement 
for the TAFL institutes was stipulated as indicated earlier 
Question (no. 9) dealt with the expected area of study at university level, Table 
3.7: 
code expected areas of study frequency percentage 
9/1 medicine 2 2.06 
9/1 engineering 3 3.09 
9/3 sharica (Islamic Law) 15 15.46 
9/4 fundamentals of religion 12 12.37 
9/5 dacwa 31 31.96 
9/6 Arabic language 16 16.49 
9/7 social sciences 18 18.56 
Table 3.7: Expected areas of study 
As can be seen in the above table, dacwa is popular for 31.96% among students. That is 
may be because students came to Saudi from a religious background and therefore with 
a keenness to promote Islam in their countries. It is also possible that being familiar 
with the subject Islam makes it an easy option. 
It was necessary to learn what importance students put on learning foreign 
languages apart from Arabic (Question no. 10). Ninety-two students (94.85%) indicated 
that knowing foreign languages is of the utmost necessity. The next question put to 
them was: why is learning a foreign language necessary? The answers are presented 
below, Table 3.8: 
code reasons for learning foreign languages frequency percentage 
11/1 to obtain a good job 30 30.09 
11/2 to further your study 48 49.49 
11/3 sensitive to the world's values and traditions 33 34.02 
11/4 to have access to world literature 41 42.27 
11/5 to follow current world affairs 48 49.49 
Table 3.8: Reasons for learning foreign languages 
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Educational purposes and learning about current world affairs each constituted 49.49%, 
forty one students (42.27%) needed it to have access to world literature, thirty three 
students (34.02%) to understand and appreciate traditions and values of the other 
countries and thirty students (30.09%) thought that a foreign language would be of 
assistance in obtaining a good job which was a surprise to find this at the bottom of the 
list. 
II. Students' needs for studying AFL 
Question Twelve in this section was linked with the reasons behind learning Arabic as a 
Foreign Language: 77 students (79.38%) said that it was for their religious need, 40 
(41.24%) needed Arabic to further their education, 19 (19.59%) saw its importance for 
everyday use and 9 (9.29%) wanted it for obtaining jobs. In order to focus more closely 
on their needs, they were asked about their preferred readings (Question no. 13). 
Predictably, the majority of them (77.32%) have a preference for reading books on 
religious topics as indicated in Table 3.9: 
code type of reading frequency percentage 
13/1 textbooks 68 70.10 
13/2 newspapers ers and magazines 43 44.33 
13/3 instructions and directions on food and medicine 
containers 
27 27.84 
13/4 reli ious books in general 75 77.32 
13/5 literary books in general 37 38.14 
Table 3.9: TAFL student's type of readings 
A concern was expressed in some academic areas in which learners thought that their 
Arabic would not help them to study at university level; unpredictably, 78.35% of the 
candidates, as Table 3.10 shows, found that their Arabic would not help them with 
Islamic Studies. This contradicts the fact that the TAFL programmes in Saudi Arabia 
are weighted heavily on religious content more than is required. This could be either the 
methodology employed fails to transfer that content to the students, aware of the 
importance of Arabic in studying such a field, and/or that they feel that they need more 
focused attention before starting Islamic Studies. The responses of this question are 
presented as follows, Table 3.10: 
code the academic fields in which 
their Arabic is weak 
frequency percentage 
14/1 Islamic Studies 76 78.35 
14/2 Arabic and its literature 31 31.96 
I4/3 science and medicine 15 15.46 
14/4 social sciences 34 35.05 
14/5 none of the above 10 10.31 
Table 3.10: Areas of weakness in the TAFL students' Arabic 
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Vocabulary was the next area of inquiry. It has often been felt that living in an Arab 
country learners would find difficulties coping with some vocabulary unless properly 
guided by their teachers. Table 3.11 illustrates areas of difficulties in understanding 
vocabulary or terminology that students have in specific fields. 
code areas of difficulty (vocabulary) frequency percentage 
15/1 religion 60 61.86 
15/2 politics 19 19.59 
15/3 engineering 45 46.39 
15/4 medicine 52 53.61 
15/5 security and military 34 35.05 
Table 3.11: Areas of difficulty in the TAFL (vocabulary) 
Religious vocabulary was shown to be a problem area with 61.86% of the total results; 
this, of course, is a subject that raises concern at a certain stage of the TAFL 
programme. The content is almost all religious oriented and yet students still reported 
difficulty in using this kind of language. 
Indeed, when students were asked about the areas that they needed to improve 
their Arabic in, Islamic Studies came out as a top priority (91.75%), followed by 
politics(15.46%); whereas, in fields like engineering, medicine and defence Arabic is of 
less importance because most of the textbooks are in English. Learners who chose 
Islamic Studies were then asked to choose one of the Islamic areas in which they think 
they need to improve their Arabic: seventy eight students (80.41%) chose to study and 
perform dacwa, and nineteen students (19.59%) chose to read and understand the 
Qur'an, prayers and as an aid to follow Islamic instruction. 
To have an idea about the appropriate time for the students to attend courses to 
improve their Arabic, students were asked (Question no. 18) to indicate which part of 
the year they would prefer this to take place (Table 3.12). The majority of 43.30% 
prefer the course to be run during the first year of the university. 
code preferred time for a TASP course freq. % 
18/1 during the first year of the TAFL programme 2 2.06 
18/2 during the final year of the TAFL programme 30 30.93 
18/3 after completing the TAFL programme and before beginning of the 
academic year 
19 19.59 
18/4 during the first academic year 42 43.30 
18/5 any time during the evenings 4 4.12 
Table 3.12: Preferred time for a TASP course 
-43- 
The questionnaire concluded with two direct questions (Questions nos. 19 and 20) 
regarding Language for Specific Purposes (LSP) in general and TASP in particular. 
Only 12 students (12.37%) had experienced LSP outside Saudi Arabia. With regard to 
TASP, 76 students (78.35%) supported developing a course, which confirmed the 
present researcher's belief in setting up such a programme in the country. 
3.3: 4: 2 Non-Arab professionals' questionnaire 
We will now concentrate on the responses of 367 non-Arab professionals working in 
Saudi Arabia. 
I. Personal information about the subjects 
Candidates were aged between 20 and 60 years old, so that they can be considered as 
adult learners, the majority being males (84.20%) and a small number of females 
(15.80%). The main religions of the candidates was Islam (51.50%), Christianity 
(36.24%) and other (12.26%). Table 3.13 shows the nationalities these learners 
belonged to: 
no. nationality frequency percentage 
I American 66 17.98 
2 British 55 14.99 
3 Indian 89 24.25 
4 Indonesian 5 1.36 
5 Pakistani 68 18.53 
6 Filipino 41 11.17 
7 Swedish 5 1.36 
Table 3.13: Nationalities of the non-Arabs' sample working in Saudi Arabia 
Candidates who speak Urdu totalled 159, English 123, Filipino 41, Indonesian 5 and 
Swedish 5; fewer numbers of candidates represented other languages. The candidates 
work in three main cities (see map p vii) of Riyadh (68.12%), Jeddah (22.07%) and 
Abha (9.81%). Their professions are listed in Table 3.14. 
no. occupation frequency percentage 
1 accounting 13 3.54 
2 general administration 22 6.00 
3 computer 7 1.91 
4 military forces 96 26.16 
5 diplomatic services 51 13.90 
6 engineering 20 5.45 
7 marketing 10 2.73 
8 medical services 46 12.53 
9 secretariat 50 13.62 
Table 3.14: Occupations of the non-Arabs' sample working in Saudi Arabia 
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The lowest educational level recorded was the Secondary School Certificate (8.72%) 
and the highest a Ph. D. (1.91 %), though the majority of them held bachelor degrees 
(59.40%), master degrees (16.07%) or diplomas (13.90%). 
It was essential to enquire about their attitudes towards learning foreign 
languages (Question no. 10) and how they relate to them. 75.48% of the candidates 
agreed that it was necessary. Five languages were recommended highly by the 
candidates as follows: 
no. language(s) frequency percentage 
I English 178 48.50 
2 Arabic 176 47.96 
3 French 74 20.16 
4 German 24 6.54 
5 Spanish 24 6.54 
Table 3.15: Languages by order of importance as seen by the non-Arab professionals 
They believe that speaking such languages would help them in obtaining better jobs, 
continuing their studies and following current affairs as are shown in Table 3.16 below: 
code reasons for learning foreign languages frequency percentage 
11/1 to obtain a good 'ob 211 57.49 
11/2 to further our stud 114 31.06 
11/3 more sensitive to the world's values and traditions 134 36.51 
11/4 to have better access to world literature 106 28.88 
1115 to keep yourself better informed about current world affairs 181 49.32 
Table 3.16: Reasons for learning foreign languages as expressed by non-Arab 
professionals 
It can be said that the positive attitude towards foreign languages is attributed to the fact 
that 63.76% of the candidates can read in foreign languages. Some of them read 
material on a daily basis (49.32%), others weekly (16.35%) and 30.79% occasionally. 
The main areas covered are as follows, Table 3.17: 
code type of reading frequency percentage 
14/1 professional journals 99 - 26.98 
14/2 newspapers and magazines 189 51.50 
14/3 theses / dissertations 00 00 
14/4 religious books in general 249 67.85 
14/5 literary books in general 56 15.26 
Table 3.17: Type of readings 
Arabic is the official language at work, but in fact other languages are used, particularly 
in the foreign embassies where languages such as Arabic (37.87%) and English 
(72.21%) are used in addition to their native languages. Of course, the fact that a lot of 
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businesses and diplomatic affairs are conducted in English, it thus weaken the 
candidates' motivation to learn Arabic. 
II. Candidates' needs 
More than half of the candidates (65.67%) did not attend any TAFL classes, though a 
good number of them (53.68%) were making attempts to improve their Arabic at the 
time. 105 candidates were attending the AFL evening classes at IMU and 92 candidates 
were trying to improve their Arabic by self-study. Despite using languages other than 
Arabic in the place of work, 67.57% of the candidates agreed that Arabic is necessary 
for their jobs. In terms of making money, Arabic was necessary for 49.59% of the 
candidates; they remarked that they could possibly earn more money or get a promotion 
if they spoke Arabic. 76.29% of the candidates indicated that Arabic was important to 
them to deal with their clientele; they also used it for business and technical matters 
within the workplace. Parties with whom Arabic is used and the frequency of use are 
displayed in Table 3.18: 
code discussing how frequent 
business with daily other times 
many times at least once weekly rarely never 
% % % % % 
21/1 managers or directors 22.89 10.63 4.63 16.35 45.50 
21/2 colleagues 32.70 10.90 5.45 11.44 39.51 
21/3 workers 24.53 7.63 5.18 13.62 49.05 
21/4 clientele 39.24 10.90 3.81 12.81 33.24 
Table 3.18: Who Arabic is used with for business 
Looking at the use of Arabic outside work, a range of needs were specified by the 
candidates as follows (Table 3.19): 
code the need for Arabic frequency % 
22/1 reading material ( books, newspapers, etc. ) for pleasure 159 43.32 
22/2 reading literature (novels, plays, etc. ) 115 31.34 
22/3 reading for professional advancement 152 41.42 
22/4 listening to radio, watching television 251 68.39 
22/5 writing formal letters and reports 157 42.78 
22/6 writing personal letter 137 37.33 
22/7 improving your knowledge of Islam 229 62.40 
Table 3.19: The need for Arabic 
It is not surprising to find that listening to the radio and watching television was 
considered top priority. The need to understand Islam through the medium of Arabic 
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recorded as high as 62.40% representing the majority of candidates who are Muslims 
and shows that non-Muslims are also interested in understanding Islam. 
It is believed that learning any foreign language depends on the learner's 
motives. If the student has strong motives to learn the target language he/she would 
experience fewer difficulties in the learning process than a less motivated learner. Table 
3.20 represents the reasons the candidates expressed for attending a TAFL programme: 
code reasons for learning Arabic Freq. % 
23/1 the main language of your work is Arabic 62 16.89 
23/2 you are working with Arabic-speaking colleagues 180 49.05 
23/3 some / most / all of the written or printed material connected with your job is 
/ are in Arabic 
167 45.50 
23/4 you have to convey information or instructions in Arabic to the workers 116 31.61 
23/5 some / most / all correspondence has to be conducted in Arabic 116 31.61 
23/6 you have to follow training courses conducted in Arabic 45 12.26 
23/7 to represent your company/organisation well 152 41.42 
Table 3.20: Reasons for learning Arabic 
It is obvious that non-Arab professionals in Saudi Arabia take Arabic for professional 
reasons as they face the language at work on a daily basis. Most of the reports, letters, 
company's instructions are written in Arabic and Arabic-speaking colleagues would feel 
more comfortable if their foreign colleagues made an effort to read and write Arabic 
quite apart from speaking it. In responding to question no. 25, speaking scored the 
highest, 91.01%, followed by understanding or listening 81.74%, reading 73.30% and 
writing 68.12%. 
Despite the fact that 63.49% of the candidates prefer to study Arabic at institutes 
of TAFL (Question no. 25), candidates expressed also their wish to study it at their 
workplace (59.40%). The latter is becoming popular with learning English for Specific 
Purposes (ESP) where the course takes place in the same location as work. One other 
useful tool to learn Arabic is, according to 47.68% of the candidates, television; 
watching different programmes can be a particularly good learning experience to 
consolidate information, understanding the culture or to improve listening skills. 
The thing that most of the candidates agreed upon was that an Arabic course 
should not be intensive (Question no. 26); the ideal is 5 hours weekly, as was indicated 
by the majority (56.13%). It could be a daily part-time course (43.05%), or once a week 
(29.16%), (Question no. 27). 
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3.4 Conclusion 
The main aim of this chapter was to assess the situation of TASP in Saudi Arabia and 
elsewhere: no TASP courses exist in the TAFL literature in the country. The survey also 
showed that there is in general a shortcoming in terms of books and research studies. 
The few, however, we have are good, especially those relating to textbooks in TASP. 
To base our review on solid ground we extended it to include a field survey containing 
two questionnaires that were completed by TAFL students and non-Arabs working in 
Saudi Arabia. 
It was found from the results of the questionnaires that there was a great demand 
for a course in Teaching Arabic for Specific Purposes in connection with the candidates' 
profession and interests. The present TAFL students at the Saudi institutes have shown 
a strong interest in specialising in dacwa studies, a discipline that prepares candidates, 
both in theory and practice, to preach and teach Islam to Muslims and occasionally to 
non-Muslims. More than 80% of them expressed their desire to improve their Arabic in 
the field of dacwa. The non-Arab professionals working in Saudi Arabia on the other 
hand, need Arabic in areas related to their jobs in particular. As a response to these 
results, Chapter Four will focus on the literature of Language for Specific Purposes in 
order to establish a theoretical background to the present research. 
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CHAPTER FOUR 
LSP literature: Background for the present research 
4.1 Introduction 
The present chapter will look into the nature of Language for Specific Purposes (LSP) 
and Language for Academic Purposes (LAP) based on the literature found in these 
areas. The aim is to review it in terms of definition, history, types and course design. By 
establishing what LSP and LAP are, we will be able then to apply their concepts to 
Teaching Arabic for Specific Purposes (TASP) in the forthcoming chapters. 
4.2 Nature of LSP 
In the previous four decades, there has been in foreign language teaching programmes a 
greater focus of interest on the specialised area of language for specific purposes. This 
emphasis came out of a growing awareness that the language is needed in many fields 
such as science, technology, economics, law and so on. These fields need to be 
considered as having academic, vocational or professional purposes. 
4.2: 1 Definition of LSP 
The developments that happened in the world after World War II (1939-1945) touched 
virtually all areas of our lives. Education was not isolated from this development and it 
involved the complete spectrum of the subject, from theory to practice. Since the 
teaching of foreign languages is an essential part of education it has also had to improve 
from the point of view of pedagogy and content studies (Robinson 1991: 1), as well as 
the delivery of the language itself. This improvement is either responsive to the 
dissatisfaction associated with the Traditional Methods of teaching foreign languages 
(McDonough 1984: 4), or responsive to the technology and economic revolution which 
occurred after World War II, which caused people to be agitated as they had little time 
and a great desire to quickly acquire the language related to their vocation or profession 
(Perren 1974: 7). 
In dealing with LSP, we need, in the first instance, to answer the simple 
question, "what is LSP? ". LSP in this context has been adopted as a general term to 
include ESP (English for Specific Purposes) and only recently ASP (Arabic for Specific 
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Purposes). In fact, LSP can be defined as a type of language syllabus, a component of a 
curriculum, or, a specific range of linguistic skills and / or a restricted linguistic corpus 
(Noss and Rodgers 1976: 52). Obviously, LSP is seen nowadays as a new approach 
rather than anything else, and from this perspective it can be observed. However, the 
truth is that reaching a simple and watertight definition is not easy (Strevens 1980: 109), 
and in addition it is very difficult to find an applicable definition of LSP which is 
accepted by everyone involved in this field of education (Robinson 1991: 1). Since it is 
difficult to produce a definition which is agreed upon, the question is, what ESP/LSP is 
not, rather than what ESP/LSP is (Hutchinson and Waters 1994: 18). In fact, obtaining 
an unfeasible definition does not mean that LSP is misunderstood, as those involved in 
administering and receiving LSP do understand what is meant by the title. Negotiations 
about the definition of LSP are only between the academics in the field of Language 
Teaching. While it is difficult to give an obvious definition for LSP, the core of 
language for specific purposes (LSP) is what Robinson (1980: 6) has conceived as the 
"utilitarian" purpose of language. In other words, it may be better defined as the 
distinction between language as a subject (the traditional view and one which is valid in 
some cases) and language as a service, where language teaching is carried out in the 
service of other subjects or spheres of life with reference to some occupational 
requirements. The field of LSP has two important characteristics which affect the 
methodology not only of materials production but also of classroom activities: firstly, 
the close association of special purpose language teaching with adult learners and 
secondly, the important auxiliary role that the language is called upon to play in such 
cases. Learners require language in LSP programmes as a means of furthering their 
special education or as a means of performing a social or working role, that is, a 
working role as a scientist, technologist, technician etc., efficiently. 
Giving a sealed definition for LSP could be considered a very hard task, as has 
already been stated. A convenient clarification can be sought from LSP types, features 
and essential components. More than that, the present researcher will list the important 
definitions available in LSP literature. 
While Mackay and Mountford (1978: 2) emphasised that LSP is "a restricted 
repertoire" of words and expressions of a language used as a tool to identify the context 
and function which are presented in the course, they in fact failed to answer whether the 
repertoire is the target that LSP is aiming for, or whether the task and vocational context 
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are the goal. They also ignored the communicative factor. On the other hand, Robinson 
and Widdowson adopted the future role that an LSP course could play in the learner's 
life. Robinson (1980: 1) emphasised the actual use of the language and Widdowson 
(1983: 6) did not distance the concept of LSP from Robinson when he considered LSP to 
refer to "the eventual practical use to which the language will be put in achieving occupational and 
academic aims". Both of them consider the language as a means to allow the learner to 
perform his/her role in his/her specialist area. The two definitions are concerned with 
the learner's objectives and the educational context and they do not restrict achieving 
these objectives to language competence only. Crocker (1981: 8) contrasting them 
reduced the significance of LSP as an independent way of teaching language; instead, 
the author considered LSP as only an approach to language teaching. He says, it would 
be "more fruitful to look at the way purpose is identified and the reasons for it". Thus he focused on 
one of the crucial elements (needs analysis) of the LSP components, although many 
improvements have occurred in the field of LSP since the late 1970s. However, 
Crocker's definition leads to a very valuable definition made by Hutchinson and Waters 
(1994: 19), which sees LSP as an approach in which the content and method are 
considered on the basis of what the learner's objective of learning is. This definition 
refers to four essential components: (i) the approach; (ii) the learner's ultimate decision; 
(iii) a course based on the learners' purposes; and (iv) the language is only a means. 
The researcher will try to get closer to the LSP core by discussing this term in 
the light of its types and crucial components. 
4.2: 1: 1 Features of LSP 
LSP has some features which distinguish the field of teaching language for specific 
purposes from teaching language for general purposes and give LSP its identification. In 
fact, these features allow us to get closer to a reasonable definition of the term LSP. 
Many books and articles highlight the features of LSP, such as: Perren (1974: 7), 
Brumfit (1977: 71-72), Mackay and Mountford (1978: 12-14), Robinson (1991: 2-4), 
Kennedy and Bolitho (1991: 13-23), Hutchinson and Waters (1994: 12-14) and others. 
These features can be extracted as: 
1. LSP is goal directed. That is, an LSP course is needed for specific purposes which 
can be occupational or educational purposes and not for the language itself. 
2. LSP is based on needs' analysis. What do the students have to do with the target 
language and how? This element really highlights the difference between LSP and LGP. 
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LGP emphasises mastering language without taking into consideration the learners' 
needs, while LSP's main objectives are firstly and lastly the learners' needs (Kerr 
1977: 11). The philosophy of LSP is to give the learner what he/she wants (Robinson 
1980: 5). 
3. Students in the classroom have similar demands. Because it would be impossible to 
take into account the needs of every student in the class, it is much better to group the 
learners' needs (Robinson 1980: 12). 
4. Students on an LSP course are usually adults. As Kennedy and Bolitho 
(1991: 13-14) stated: "the older a learner is, the more likely he is to have his own definite ideas on 
why he is learning English" and, of course, any other foreign language. 
5. Language as a means rather than as an end. Language in the field of LSP is needed to 
achieve occupational and/or academic aims (Widdowson 1983: 6). Therefore, the 
language in this context is an integral component and not an end in itself. 
Because needs analysis is such a distinctive feature of LSP, it would be useful to 
discuss it in depth as is done below. 
4.2: 1: 1: 1 Needs Analysis 
Needs analysis is substantial and distinguishes LSP from LGP as a main feature of LSP. 
Questions need to be asked, such as: Who is the learner?; What are the actual learner's 
needs?; What are the types of needs?; And are these needs enough to justify a syllabus 
design, or are there other factors involved that should be taken into account, such as the 
target situation, the educational organisation, the sponsors and the language needs? 
Needs should be looked at from different positions and providing answers to all the 
above questions should be a serious concern to designers before starting the course 
design process. 
It is a fact that needs analysis and needs assessment are the keys to success or 
failure of any LSP programme. This strong belief has encouraged researchers to study 
needs analysis intensively. 
I. Meaning of needs analysis 
The word "needs" is, in the concept of LSP, synonymous with "wants" (McDonough 
1984: 35). These two terms express the learner's subjective desire. In addition, there is 
another phrase for the "needs", which is the "demand of others" (ibid. ) to refer to the 
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needs of teachers, designers and institutions. Chambers (1980: 28) considered that 
"needs" is the first stage in determining priorities, whereas "analysis" implies what the 
elements are and how they are to be identified. Robinson (1-991: 7) sees that needs refer 
to a student's study or job requirements which is similar to McDonough's view, 
"demand of others", given above. However, Robinson may have implied the students' 
ability in the target language after completing the LSP course, which is considered by 
Widdowson (1981: 2) as a goal-oriented definition. In the same context, Berwick 
(1990: 57) describes needs in this view as objectives. If these objectives related to 
specific language content, it would be possible to say that this is not attainable in all 
LSP programmes, in particular, LAP where learners need to be given the skills and 
strategies to continue their study even after the course of LSP or LAP is over. In our 
situation, the content of da`wa is harder to present in a certain course, instead we should 
equip students with the appropriate skills, techniques and strategies to be able to acquire 
this content by themselves after completion of the course. 
One can consider needs as what the teaching organisation or people at large 
respect as inevitable or desirable to be learnt from a language course. This perspective 
takes into account the other demands (teaching institution and community) and, to some 
extent, overlooks the learner's needs. Nevertheless, this perspective meets with some 
acceptance, especially by those who consider target situations as a basic resource for 
needs. In replying to Robinson above, Widdowson (1981: 2) gives a new and different 
definition to needs in which he emphasises what learners need to do to acquire the 
language; this he calls a "process-oriented definition". It opens the way to methodology 
instead of focusing on the desired needs of learners' jobs or study, in terms of the 
productive content. We should emphasise the means and skills within the course, or 
after the course. 
In the light of the "goal-oriented definition" and "process-oriented definition", 
Hutchinson and Waters (1994: 54-56) distinguish between what is called "target needs" 
namely in a target situation and learning needs which is what the learner needs to do in 
order to learn. 
It is, in fact, difficult to achieve a watertight clarification of "needs analysis" as 
an expression used in any procedure related to LSP course design. It is not a surprise, 
because researchers in this field find this term vague. Chambers suggests ignoring needs 
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analysis as an ambiguous term or, with the preference, to rationalise it by removing the 
anomalies (Chambers 1980: 25). 
In summary, behind the term "needs analysis" it is possible to say that there lies 
a mixture of what the learner wishes to achieve, which is at the heart of the process, the 
needs of the target situation which may be the reliable resource for learner's needs, and 
finally, educational organisation. These needs could be productive or procedure needs 
for the current moment (or for the future), and they may vary according to many factors. 
To approach the situation more rationally, we produced a framework for needs analysis 
in Chapter Five (5.3: 1: 1) to guide us towards a better understanding and assessment of 
this crucial factor in the field of LSP. 
4.2: 2 Historical background 
The teaching of foreign languages has for a long time been unsatisfactory, in as far as 
the approaches are concerned. Several attempts have been made over the past thirty 
years to change things by introducing different approaches, whether it was the 
Audiolingual Approach, the Direct Approach or the Communicative Approach. Forty 
years ago, according to McDonough (1984: 4) many reports complained of, "the 
dissatisfaction with the language teaching practice". The dissatisfaction was because of serving 
students in language teaching classes with literature without any respect to their purpose 
of or need from learning the FL. To some extent, therefore, LSP appeared to be a 
solution to the dissatisfaction experienced by the learner, who had been totally ignored 
as a result of the traditional methods. Strevens (1971: 7) interprets the problem as a 
result of assuming the teaching of EFL as, "an arts subject with general educational and cultural 
value". Consequently, a new approach was designed in response to the needs of 
prospective vocational students in technical work, and also professionals in areas of 
Medicine, Engineering, and the Diplomatic Service, both for academic and occupational 
purposes. Brumfit (1977: 7 1) clearly states that LSP is not to be considered a new 
approach as such, but as a new emphasis in the teaching of languages. With every 
respect to Brumfit, LSP today is much different from the 1970s; it is best described as a 
new approach in language teaching. It stands, in fact, in virtually an equal position to 
LGP. 
The beginnings of teaching foreign languages for specific purposes go back as 
early as the mid- I960s. In fact, the idea of language for specific purposes goes back 
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even earlier; according to Strevens (1978: 190,191), we can consider a language course 
designed for German science students and an English phrase book for travellers which 
were written in the sixteenth century as examples of LSP. 
Strevens (1980: 105) has indicated that the development of LSP/ESP is created 
by the separation of the language as a valuable instrument from the set of cultural values 
associated with native speakers, especially Americans and the British. The 
sociolinguistic pressures associated with newly independent countries resulted in the 
development of multilingualism and a new look at the English language. The result was 
the bringing to an end of localised forms of English and their competition with 
American and British English with regard to locally felt communicative needs. Many 
newly independent countries had been culturally dominated by English speaking 
countries. In order to break away from the anglophone countries, some countries 
became more selective in their acceptance of English language teaching. 
Strevens's (ibid. ) explanations focus on political and social changes and their 
influence in the development of LSP/ESP. Such political and social changes seem to 
have occurred mostly in Africa and in some Asian countries during the 1950s and 
1960s. While Strevens' explanations are valid, others have offered different theoretical 
positions. Hutchinson and Waters (1994: 6) refer to an international language, 
determined by the development of science and technology. This development created 
situations in which many people wanted to study English, not just for pleasure or 
prestige, but rather more to meet the need to participate effectively in an interdependent 
world. 
The emergence of ESP grew in terms of the needs of teaching language for 
specific purposes after the end of World War II that marked the beginning of a new 
phase in world economic strength based on the rise of new technology. It was not until 
the early 1950s that ESP was given due consideration. In 1969 the Centre for 
Information on Language Teaching and Research (CILT), now placed in London, 
convened its first specialist conference to discuss languages for special purposes in 
London (Perren 1974: 7). That conference on LSP was the starting point of this 
discipline. 
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What is noteworthy is that from the early 1960s to the late 1970s, the concept of 
LSP developed considerably. According to Robinson (1991: 5) the period between 1980 
and 1991 saw a vast development in ESP/LSP around the world and the number of key 
references to it in 1991 are in excess of 800 items. 
In summary, the emergence of LSP/ESP came about mainly as a response to: (i) 
innovations in language theory, teaching and learning (as well as developments in 
education and applied linguistics); (ii) the changes in international politics during the 
1950s and 1960s, particularly in pre-British colonies; and (iii) the rapid development of 
science and technology after World War II. 
4.2: 3 Types of LSP 
Teaching language for specific purposes (LSP) has many forms, such as Language for 
Academic Purposes (LAP), Language for Educational Purposes (LEP) and Language 
for Occupational Purposes (LOP). There is another term: Language for Science and 
Technology (LST) which is a major sub-division of LSP (Mackay and Mountford 
1978: 6); LST can be either occupational, taking into account, for example, the needs of 
oil-field workers and engineers, or educational, for example, involving students 
studying Physics, Chemistry, Mathematics and Engineering through the medium of 
English (Robinson 1980: 8). 
There are, in fact, two important diagrams which were compiled by Strevens 
(1978: 196) to clarify the relationship between the different kinds of LSP. In addition, 
Hutchinson and Waters (1994: figure 3,17) clarify the relationship between the 
components of LSP on the one hand, and between LSP and the language teaching 
process on the other. Robinson (1991: figure 2, i) drew the ESP family tree based on 
Specific Purposes (SP): the present researcher adopted parts of those figures to illustrate 
target types and the relations between them in a new diagram (see Figure Two): 
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Figure Two: LSP roots and branches (modified from Hutchinson and Waters 1994: 17) 
4.2: 3: 1 LAP 
Language for Academic Purposes is a type of Language for Specific Purposes. That is a 
logical classification, but the current situation of LAP may indicate a different view 
about the position of LAP and its relation with LSP. 
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LAP is a course or courses presented within academic organisations to students 
requiring language for their studies (Kennedy and Bolitho 1991: 4). This new approach 
works under the umbrella of LSP as shown in Figure Two above. Earlier, Strevens 
(1978: 195) considered language for educational purposes (LEP) as a branch of LSP 
dividing LSP into two branches: language for occupational purposes (LOP) and 
language for educational purposes (LEP). The difference between LAP and LEP is in 
the type of learners. Students of LAP are already on or about to enter a college or 
university programme, whereas the students of LEP can be at any level of education 
lower than the university level (Robinson 1991: 101). 
Recently, Holme (1996: 2-3) claimed that LAP was a type of LSP/ESP, but not 
any more because "EAP deals with a wider content area than could be implied by ESP". LAP is 
specialised because of concentrating on, "particular kinds of skills such as listening and note- 
taking that students have to master, not because it enables the understanding of legal or engineering 
terminology" (ibid. ). Nevertheless, LAP is still a branch of LSP, at least in this present 
research. The Holme perspective of LSP comes to support the idea of a skills-based 
course, and, in principle, the learning-based course too (see 4.3: 3: 1). 
Students of LAP like those of LSP need to see immediate benefits from their 
courses. To some extent, that is not possible on LAP courses which are attended by 
students from different disciplines. In other words, there are several LAP programmes 
in the British and American universities attended by students studying or about to study 
in different disciplines; for instance, it is normal to find students of philosophy 
alongside students from medicine, engineering and physics in the same classroom. For 
this reason, Blue (1988: 96) suggested two divisions of LAP, first, English for "general 
academic purposes" (EGAP), second, English for "specific academic purposes" 
(ESAP). In fact, Blue aimed to serve the individual need of the students to attend the 
appropriate course according to what they were going on to do. Therefore, some could 
attend a course on report writing skills and/or essay writing skills. It is an interesting 
classification and for the current project both divisions (LSAP and LGAP) are 
appropriate because our students are studying the same discipline, so that the content 
and the skills required are similar. 
There are several distinctive courses, textbooks and books in this field, the most 
recent work being English for Academic Purposes by Jordan (1997) which is going to 
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be reviewed as one of the most important works in this field. Jordan considered taking 
on Blue's (1988: 96) two divisions, Language for Specific Academic Purposes (LSAP) 
and Language for General Academic Purposes (LGAP), and looked for the relationships 
between ESP and EAP. Jordan's view will be re-drawn below (Figure Three), but 
instead of English for Specific Purposes (ESP), a Language for Specific Purposes (LSP) 
will be used: 
Language for 
Language for Occupational/ 
Vocational/ Professional 
Purposes (LOP/LVP/LPP 
e. g. doctors, airline pilots 
hotel staff 
Language for Specific 
Academic Purposes (LSAP) 




Language for General 
Academic Purposes (LGAP) 
e. g. listening and note-taking, 
academic writing, reference 
skills, seminars and 
discussions 
plus: general academic 
language register formal, 
academic style and proficiency 
in language use 
Figure Three: LSP and LAP (according to Jordan 1997: 3) 
It is logical, according to the above figure to call LGAP "study skills" because it mostly 
concentrates on skills. What is also mentioned in the above figure is that Jordan sees 
LAP as a branch of LSP, contrary to what Holme, as stated earlier, believed. 
In order to avoid confusion between Language for Specific Academic Purposes 
(LSAP) and Language for General Academic Purposes (LGAP) we need to comprehend 
what is understood by "study skills" which refers to the LGAP concept. Study skills 
according to Richards el al (1992: 277) is, "abilities, technique, and strategies which are used 
when reading, writing, or listening for study purposes". In our project we combined both LGAP 
or study skills and LSAP. That is to say, our specific area is da`wva and in this specific 
area we are concentrating on study skills rather than on the content of da`iva (see Table 
10.2). 
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4.3 Curriculum, Syllabus and Course Identification 
A lot of work has been written in the field of applied linguistics and educational 
resources concerning "curriculum". An ambiguity of terminology still poses problems, 
such as what "course", "syllabus" and even "curriculum" exactly imply. It is very 
difficult to focus on one of them without taking into account the influence of the others. 
Thus, distinguishing between these terms is not an easy task because of the interference 
among them on the one hand and the different interpretations that have been given to 
these terms by the American and British schools of thought on the other. 
In this section two aims will be achieved: Firstly, clarification of these terms and 
secondly to distinctions between curriculum, course and syllabus. 
4.3: 1 Curriculum 
The word "curriculum" denotes in the Longman Dictionary (1992: 253): "a course of study 
offered in a school, college, etc. ". The same word has another meaning, but not a completely 
different one, in the Longman Dictionary of Applied Linguistics (Richards et al. 
1992: 70) which is, "an educational programme which states: (a) the educational purpose of the 
programme [the ends], (b) the content, teaching procedures and learning experiences which will be 
necessary to achieve this purpose [the means] and (c) some means for assessing whether or not the 
educational ends have been achieved" [our brackets]. The Oxford Dictionary (1989: IV, 152) 
defines it as a, "regular course of study or training as at school, or university". 
It is true that since the term "curriculum" emerged in 1918 in Bobbitt's 
Curriculum, its definition has taken many forms. Curriculum was defined as, "a set of 
intentions about opportunities for engagement of persons-to-be-educated with other persons and with 
things in certain arrangements of time and space" (Lewis and Miel 1972: 27). Tanner and 
Tanner (1980: 36) and Saylor el al. (1981: 4-10) consider curriculum as follows: 1) the 
cumulative tradition of organised knowledge, 2) modes of thought, 3) race experience, 
4) guided experience, 5) a planned learning environment, 6) cognitive / effective content 
and process, 7) an instruction plan, 8) instructional ends or outcomes, 9) a technological 
system of production, 10) subjects and subject matter, 11) experiences, 12) objectives 
and 13) planned opportunities for learning. 
In spite of the number of curriculum definitions, education and applied 
linguistics are still facing actual difficulties in identifying this term and distinguishing 
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between it and the term of syllabus. Thus, ambiguity is still associated with our 
understanding of these terms. As a result of this confusion, another question has 
emerged, which is: whether the course of study, programme, curriculum and syllabus 
should have the same meaning or not (Yalden 1984: 45). 
In the American school of thought, "curriculum" is defined as, "the planned 
composite effort of any school to guide pupils toward predetermined learning outcomes" (Inlow 
1970: 110). This definition is unable to differentiate between two important components 
of the curriculum which are the content and the methodology (Inlow 1973: 42). 
Curriculum is also seen as, "all of the planned experiences provided by the school to assist the 
pupils in attaining the designated learning outcomes to the best of their abilities" (Neagley and Evans 
1967: 2). Curriculum was treated as a guide to help students and their school to achieve 
a predetermined product. Indeed, the concept of curriculum is widely and universally 
expressed here. Johnson (1967: 130) also describes or anticipates the curriculum as 
being a guide to the outcomes of a programme. All the above definitions deal with 
curriculum as a type of planned assistance to guide the students and teachers to achieve 
what has been planned for them to learn. 
Traditionally, curriculum is taken as an answer to the question of what should a 
course of study be? (Nunan 1994a: 1). Another definition widens the scope of 
curriculum concept and clarifies some of the curriculum components. This definition 
considers curriculum to refer to: "the sum total of organised learning stated as educational ends, 
activities, school subjects and / or topics decided upon and provided within an educational instruction for 
the attainment of the students" (Garcia 1976: 1). 
What distorts any definition is the frequency of the hypotheses about it, which 
means that it may be understood from different angles. In this case, if any definition 
related to the curriculum has fewer hypotheses, that will help to form a clear idea about 
the term. Stenhouse (1975: 4) considers curriculum as, "an attempt to communicate the 
essential principles and features of an educational proposal in such a form that it is open to critical 
scrutiny and capable of effective translation into practice". This definition opens the door to 
discussion about the type of curriculum and its viability. It is possible to deduce from 
this definition that there is an integral relationship between the type of curriculum and 
its viability. Therefore, sometimes the type of curriculum may be inconvenient to apply 
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because of some restrictions made by the nature of the learners, environment of the 
application or the poorness of the teaching facilities. 
In short, there is nothing wrong with the above definitions, but curriculum in the 
current research is understood in its broadest meaning as a, "philosophy, purposes, design, 
and implementation of a whole program" (Graves 1996: 3), or as all the learning activities 
which are organised and conducted by the educational organisation, whether they are 
taught to groups of learners or individually, within the school environment or outside it 
(Kerr 1968: 16). 
4.3: 2 Syllabus 
The word "syllabus" has an old history which goes back to about the eleventh century, 
not necessarily with the same meaning, but with several others. The Longman 
Dictionary (1992: 1071) sees this word as, "an arrangement of subjects for study over a period of 
time, esp. a course of studies leading to an examination". Whereas, in the Longman Dictionary of 
Applied Linguistics (Richards et al 1992: 283) it has the same meaning as the word 
"curriculum", and it is also added that "syllabus" is a, "description of the contents of a course 
of instruction and the order in which they are to be taught". The Oxford Dictionary (1989: xvii, 
446) in fact considers "syllabus" as a, "statement of the subjects covered by a course of 
instruction or by an examination, in a school, college; a programme of study". 
In the field of foreign languages teaching, "syllabus", according to Brumfit 
(1984b: 75), can be considered in terms of the stipulations of a certain department's 
activity in an educational organisation ordered in sections specifying the activity of a 
target group of learners. This understanding of "syllabus" is followed by some 
specifications and features determined by Brumfit (ibid. ) considering the syllabus as 
relating to time, with a starting point and final goals. Furthermore, it is based on some 
types of sequence such as intrinsic sequence, to a theory of language learning, or on the 
structure of selected material related to language acquisitions. It can only specify what 
is taught rather than what is learned. 
Syllabus therefore seems to be more specific and refers directly to the content. It 
can be used as either a narrow or a broad concept. The narrow view means that the 
syllabus is concerned with the content only, the broader view means that the syllabus is 
concerned with the content and methodology. To some, syllabus refers to, "that subpart of 
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curriculum which is concerned with a specification of what units will be taught" (Allen 1984: 61). To 
others, syllabus is the, "specifications of a teaching programme or pedagogic agenda which defines a 
particular subject for a particular group of learners" (Widdowson 1987: 65). 
Obviously, Allen focused on the content and Widdowson linked that content to 
well-defined learners. Both are within the scope of content. In short, syllabus can be a 
guide telling the teacher and the educational organisation what they have to teach and 
telling people outside the school/university what the teachers and schools/university 
should teach. It might also tell the teacher and school/university how they can teach. 
This broad perspective will be discussed below in distinguishing between curriculum 
and syllabus. In the current research, syllabus is understood in its narrow concept which 
refers to the content of a certain course as a knowledge, skills or strategies. 
4.3: 2: 1 Types of LSP syllabuses 
Language in its natural form is unlimited while the syllabus is a limited quantity. To be 
able to overcome the syllabus restrictions it would be suitable to divide the syllabus into 
different types, appropriate to the variety of language teaching objectives. Currently, 
there are many types of syllabuses. They are developed according to purpose, shape or 
role of the syllabus in the educational process. As a starting point, syllabus can be 
divided into five types according to Dubin and Olshtain (1992: 51-63): Linear format. 
Here, the content is ordered and graduated in a straight line, and the learner has to move 
from one unit to the other without the teacher being able to change the order or to omit 
any element; Modular format. This type is used if the course is integral in its topics or 
situations with the skills' orientation at the end of the programme. It needs flexible 
objectives in order to work effectively; Cyclical format. The topic is presented more 
than once, and each time it is more difficult than the time before. A grammar point, for 
example, could be repeated with the explanations and demands on the learner becoming 
progressively more complex on each presentation; Matrix format. This format focuses 
on the situational content. It enables teachers or learners to select at random their topic 
from the table of contents; Story-line format. This takes a particular story to link the 
syllabus and can be used with any of the above syllabus formats. 
On the content approach Noss and Rodgers (1976: 58-60) suggest six types. The 
translation syllabus is where the learner establishes his/her proficiency in the L2 by 
transforming a sample of it into a suitable equal in L1. The descriptive or explanatory 
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syllabus analyses the target language, talks about it rather than directly utilising it in the 
communication context. For the structural syllabus, the emphasis may be that the 
learners analyse the content of the L2 grammatically; the learner is therefore expected to 
know and apply the language to the learning situation. In the situational syllabus the 
concentration is on the learners' needs which are applied to language for business 
purposes, language for technical purposes, and language for social orientation. The 
types closer to the situational syllabus are the communicative syllabus, which 
concentrates on the, "communication exchange itself rather than on the forms or situations of the 
exchange"; and the notional syllabus, which is the very recent one where the syllabus 
includes elements of grammar and lexicon as well as specific topics, notions and 
concepts needed by the learners. Explicitly, Noss and Rodgers (1976: 6 1) emphasised 
that the LSP suggested, "no new type of language syllabus falling outside of the six major types" 
mentioned above. Nevertheless, it is not important to restrict LSP to one of the content- 
based syllabuses because the LSP syllabus can also be a type of skills-based syllabus or 
a process-based syllabus. 
Robinson (1991: 35-40) re-organises the above types into: language form, where 
the language is graded and sequenced from the easy to the difficult items; the notional- 
functional syllabus, which appeared in the field of ELT in 1970s and which functions 
efficiently in the field of LSP. This type can be understood as that, "in which the language 
content is arranged according to the meanings a learner needs to express through language and the 
functions the learner will use the language for" (Richards et al. 1992: 196); situational syllabus, 
which is applied to language for business purposes, language for technical purposes, 
and language for social orientation as part of LAP; and a topic-based syllabus, which 
may be more significant in the field of LSP, as one of the LSP objectives is to teach the 
specific content to the learner. In addition, Dubin and Olshtain (1992: 37) did not go far 
from the above discussion as they considered syllabus in its content-basis to be one of 
the following types: 1) structural-grammatical syllabus, which concerns itself with the 
grammatical items, verbs, plurals, articles, and etc.; 2) semantic- notional syllabus, 
which pays attention to the meaning, times, places, obligations and so on; this type can 
be known as the notional syllabus; 3) functional syllabus, which concentrates on the 
apologies and rejects; and finally 4) situational syllabus, which concentrates on the 
learners' needs. 
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As we are still discussing the content-based syllabus, we need to mention the 
goal-oriented approach which is a traditional approach and well-known to foreign 
language teachers. It focuses on vocabulary selection and the selected vocabulary 
thereafter is the core of the structural syllabus. 
The language-centred approach or the goal-oriented approach has been broadly 
discussed by Robinson (1991: 35-36). She in fact expanded this term to cover four types 
of content-centred approach, these types are: i) Language form, which includes a range 
of language units, graded by assumed difficulty of learning. This kind of syllabus has a 
wide application in the field of LSP, and in particular, in ESP courses. Many textbooks 
in the field of ESP were dependent on this approach for their design, such as, A Course 
in Basic Scientific English by J. R. Ewer and G. Latorre (1969), and the Structure of 
Technical English by A. J. Herbert (1965); ii) Notional-functional syllabus, in which the 
foundation items are notions or concepts such as time, space, greetings, asking and 
seeking clarification (Wilkins 1976). One of the applications of these syllabuses in EAP 
is, The Academic Writing Course by R. Jordan, (1990); iii) Situationally-centred 
syllabus, which focuses on presenting language items and linguistic behaviour as they 
occur in real life; and iv) Topic-based syllabus, where topics such as, travelling, 
marketing, tourism and so on, are the core of the language syllabus. 
The Language-centred approach has been described by Hutchinson and Waters 
(1994: 65-68) as the simplest type of course design process and is strongly related to 
LSP. It aims to make a direct connection between the target situation and what a course 
in ESP (LSP) would contain. 
Despite its logical procedures, the language-centred approach has some 
weaknesses. Students are used in this approach as a tool to determine the target situation 
and afterwards to identify the vocabulary needed for that particular situation. In other 
words, the learner would only need a specific area of the language taught rather than the 
whole of the language as you would find with learning a language for general purposes 
(Hutchinson and Waters 1994: 67). Therefore, the learner is only considered as a method 
to choose the appropriate language restricted in the area needed. Thus, it is not a 
"learner-centred" approach, but it is a "learner-restricted" approach, (ibid. ). Once the 
early analysis of the learning context has been made, the course designer or the teacher 
is unable to consider any feedback from the course or the students at the implementation 
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stage of the running programme; in Hutchinson and Waters' view, it is a "static and 
inflexible procedure" (ibid. ). It totally depends on the data produced by the need analysis 
which is, to some extent, not in itself significant. This data needs to be interpreted in 
relation to all sorts of knowledge that does not come up in the analysis itself; although 
this process is not acknowledged by this approach nor by important learning factors, 
such as how interesting the course is, which are often ignored (Hutchinson and Waters 
1994: 68). The information of the target situation is analysed on the surface level and 
therefore, the performance underpinned by competence is not discovered as clearly as it 
should be (ibid. ). 
The alternative is called the process-oriented approach, which was suggested by 
Widdowson. This approach is related to the, "transitional behavior and the means of learning" 
(ibid. ). It depends on an assumption that the content of any language course relies on 
strategies for learning during the running of the course rather than what the learner is 
expected to do after the course is over. What that means is that it is possible to plan an 
LSP course involving very little of the accompanying language with the special needs 
on condition that the learned language is sufficient to enable the learner to achieve the 
specific purposes needed after the completion of the course (ibid. ). This type of syllabus 
is called by Hutchinson and Waters (1994: 69) the skills-centred approach, which was 
put by Robinson (1991: 37) as a middle way between the content or product-based 
approach (discussed above) on the one hand and the learning-based approach (discussed 
below) on the other. 
The relationship between the content, language or product-based approach and 
the current project must be stated. It is difficult to neglect this well known approach, 
however, we are not going to impose a pre-determined subject-matter on the students of 
our course on the one hand and we are not going to give the students the full 
responsibility to decide what to teach, how to teach and for how long on the other. The 
content or the language is a key component in any LSP course design, but if the course 
is for academic purposes, we need to think about another crucial factor which is the 
skills and strategies that stand behind acquiring the content. 
The third type of LSP syllabus is called process-syllabus by Breen (1984: 54), 
method-based syllabus by Robinson (1991: 38-39) and learning-centred approach by 
Hutchinson and Waters (1994: 72). Robinson (1991: 38-40) divided the process-oriented, 
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or what he called method-based syllabus, into two subcategories: i) process or learning 
approach which refers to the method of learning; ii) task or procedure-based syllabuses 
which contain a range of tasks or activities organised according to cognitive difficulty. 
The process syllabus rejects the idea of teaching language for pre-determined 
objectives; instead it considered the immediate needs of the learners. It is based on the 
negotiations between the teacher and the learners about everything going to be 
presented to them in the classroom. The final decision in this process is the learners' 
decision. In comparing it to the content or product-based syllabuses, the process or 
method-based syllabus concentrates on the means to an end results of the teaching 
process (Jordan 1997: 60-63). In other words, it focuses on how the end results can be 
achieved. 
Three types can be classified under the method-based syllabuses: process 
syllabus, task-based syllabus and learning-based syllabus. Hutchinson and Waters 
(1994: 72-76) gave a detailed explanation of the learning-centred syllabus. It is described 
as the best type of syllabus design. It takes into account the learner's needs at every 
stage of the syllabus design, and the syllabus is a negotiable and "dynamic" process. 
This approach acknowledges that neither of the two approaches (language-centred and 
skills-centred) is enough. In the learning-centred approach, we have to go further behind 
the competence that makes learners perform because we do not want to know the 
competence only, but how that competence can be acquired (ibid. ). 
Two characteristics for this approach have been identified by Hutchinson and 
Waters (1994: 74). The first is that course design is a "negotiated" process. No one specific 
element influences the content of the course; the content is influenced by the LSP 
learning context and the target situation. They both influence "the nature of the syllabus, 
materials, methodology and evaluation procedures". The second, course design is a "dynamic" 
process, it does not treat the course process as a linear construction. Furthermore, the 
course design process should be flexible to respond to the developments carried by the 
feedback channels. 
To sum up, the above various syllabuses can be grouped according to Jordan 
(1997: 60-63) under three categories as follows: 
a) Content/product category, which concentrates on the end result. This category 
includes: 
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b) Skills, which focuses on one skill or more of the four traditional skills. 




In concluding, the goal-oriented approach concentrates on the content and how it 
can be selected with regard to the ends of the learning project while the process-oriented 
approach emphasises the means of learning and the ends which can be achieved by the 
students themselves. The first approach assumes that after completion of the course the 
candidate will take with him/her a ready-made knowledge. With the second approach 
the learner develops skills to learn which he/she can transfer for life (Widdowson 
1981: 5-6). 
It could be said that the two approaches discussed above content/product-based 
and process/learning based) are in contradiction with each other. White (1993: 68-69) 
and Robinson (1991: 37) take the skill-based approach which falls in the middle of the 
two approaches above and basically pertains to the field of LSP. It in fact concentrates 
especially on one of the traditional language skills (White 1993: 69). As a matter of fact, 
White discussed the traditional four skills and the cognitive skills in terms of providing 
bases for syllabus design. In turn, Robinson spoke about a skill-based approach as 
another choice to be taken into account when surveying the approaches to LSP course 
design. This approach can be followed in order to produce a course in, "writing business 
letters, or in oral skills for business people, or in academic reading. The actual content of the course, 
however, might be language forms or functions, as in content-based syllabuses" (Robinson 1991: 37). 
The skills-based syllabus is broadly discussed in Chapter Five (5.3: 1: 4) as the most 
appropriate approach to the current project. 
i&- 
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4.3: 3 Course 
Needless to say, "course" as a term is, to some extent, unambiguous and it is preferred 
for the current research to follow the below definitions. 
Hutchinson and Waters (1994: 65) defined "course" as, "an integrated series of 
teaching-learning experiences, whose ultimate aim is to lead the learners to a particular state of 
knowledge". In this sense "course" is a mechanism of interpreting and employing the 
available information about certain learning requirements. The final aim is to provide 
the learners with specific knowledge, skill or experience in a certain area of study. Stern 
(1993: 20) was more realistic when he defined "course" as a term which refers to, "the 
administrative unit of instruction, and a series of courses or a variety of courses offering different options 
[which] constitutes a programme". In this context, "course" is seen as an orderly part of a 
programme or curriculum. 
4.3: 3: 1 Types of LSP courses 
In 1974, two categories of course design had been proposed to include "special courses" 
which "have fairly specific objectives and are rather simpler to discuss" (Howatt 1974: 5), and 
general courses which, "tend to be diffused in their aims and take their overall shape more from 
tradition, contemporary fashion and the vague but powerful influences exerted by the social attitudes and 
economic needs of the community" (ibid. ). 
Specific courses are divided according to Howatt (ibid. ) into: i) Problem-based 
courses, which are designed to help learners to overcome certain learning difficulties 
such as grammar, speaking, pronunciation, etc.; ii) Activity-based courses, which are 
designed to help students to focus on one or more specific skills at the same time; and, 
iii) Role-based courses, this type provides students with their learning needs 
(vocational, professional or educational). These types did not introduce the term LSP as 
it is now known, but they reflected how the term "course" was perceived in the early 
1970s. 
Hutchinson and Waters (1994: 65-77) presented in their works three integral 
frameworks: the language-centred course design, the skills-centred course design, and 
the learning-centred approach. 
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1. Language-based course design 
This is the most simple and the most popular approach as it makes a direct connection 
between the target situation and the content of the LSP course, see Figure Four below: 
Identify learners' target II Select theoretical view of 
situation learning 
Identify linguistic features of target situation 
Create syllabus 
Design materials to exemplify syllabus items 
Establish evaluation procedures to test acquisition of 
syllabus items 
Figure Four: Language-based course design (after Hutchinson and Waters 1994: 65-66) 
This suggested framework, according to Hutchinson and Waters, has some deficiencies; 
the first concerns the learners' role in the course. The needs are only a tool to determine 
the target situation and to choose from the language that is suitable to this target 
situation, then they are totally ignored. The second deficiency is that this course is 
inflexible, as it does not benefit from feedback or students' errors. 
2. Skills-based course design 
This type does not focus on particular linguistic knowledge to be gained from the 
course; instead, it emphasises providing the learners with specific skills and strategies to 
help them to continue their learning process even after the programme is completed. 
The framework steps can be seen in Figure Five: 
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Identify target situation 
Theoretical views Analysis skills/ 
1 neoreticai views 
of learning language [strategies 
required to cope 
in target situation 
Write syllabus 
Select texts and write exercises to focus 
on skills/ strategies in syllabus 
Establish evaluation procedures which require 
the use of skills/ strategies in syllabus 
Figure Five: Skills-based course design (after Hutchinson and Waters 1994: 7 1) 
(The square reading "theoretical views of learning" is dotted because this approach does not pay attention 
to the learning process itself) 
3. A learning-based course design 
It depends on the fact that learning is determined by the learners. Therefore, it takes the 
learners into account at every stage of the course design. The course itself is "dynamic" 
and negotiable (Hutchinson and Waters 1994: 74). The steps of this framework are 








target views of 
situation lanuuaee 
Identify attitudes/wants/ 
potential of learners 
Identify needs/potential 
constraints of learning/ 
teaching situation 
Identify skills and know- 
ledge needed to function 
in the target situation 
Write syllabus/materials to 
exploit the potential of the 
learning situation in the 
rw- acquisition of the skills and Evaluation Evaluation knowledge required by the 
target situation 
Figure Six: Learning-based course design (after Hutchinson and Waters 1994: 71) 
It is noticeable that types of courses are to some extent similar to those of syllabuses. 
The justification is that the concept of a course is to a certain degree determined by the 
type of syllabus, and we have already agreed that the syllabus is a part of the course. 
Therefore, it is not repetition to mention these types again when speaking about a 
"course" in as much as we aimed to elucidate the role of the syllabus on constituting the 
shape of the course. 
From a different perspective, Jordan (1997: 69-73) re-presented three types of 
course design: pre-session courses, in-session courses and long courses. These three 
types are the most widely known ones and it can be said that any LSP or LAP courses 
can be classified within this range. In fact, results of our main field study revealed that 
in-session course is preferred for TAAP. 
4.3: 4 Curriculum, course and syllabus distinction 
The above definitions and specifications take into account the content of the syllabus 
and give it more consideration than any other learning factors. When this concern 
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focuses on the methodology, we could say that the term has been changed into that of 
"curriculum". However, there is another perspective which sees the "syllabus" in a 
broad sense; in this case it is extended to involve the methods as well as the content 
(Nunan 1994b: 5). In order to avoid confusion, we will take the narrow perspective of 
the interpretation of syllabus to be able to differentiate between curriculum and 
syllabus. 
It can be noted that "curriculum" has a more theoretical meaning than syllabus, 
whereas syllabus is defined in relation to content and for examination purposes. 
That is not all, syllabus versus curriculum is really a dubious case. The 
misunderstanding is caused by the different interpretations given by the British and 
American schools of thought. Firstly, we will consider what "syllabus" and 
"curriculum" according to each respective school mean. Syllabus refers to "a plan of 
works to be taught in a particular course" (Robinson, 1991: 3). It can also refer to the content as 
seen by White (1993: 4). Curriculum, on the other hand, means the quantity needed to be 
taught and the objectives to be achieved in any school or educational organisation 
(ibid. ). 
When considering the American view, curriculum mostly means what the 
British call syllabus (Robinson 1991: 33). Moreover, White (1993: 4) considers 
curriculum in the British view to be synonymous with syllabus in the American usage. 
Stern (1987: 19) points out that the American school of thought uses terms such as 
"curriculum", "course of study" and "programme" to mean syllabus in the British 
school. Secondly, there are those who see syllabus from a different perspective and 
define it as a narrow or wide concept. The narrow view restricts the term syllabus to 
content only, while the wider view takes into account the methods used in addition to 
the content. In this perspective syllabus can answer three questions; what, who and how. 
Distinguishing between the content and methods in the field of teaching foreign 
languages could be difficult as the task of the methods in the syllabus depends on the 
specifications in the instructional plans and materials (Dubin and Olshtain 1992: 63). 
According to Stern (1987: 19), it can be said that syllabus, course of study and 
programme seem to lead to the same meaning and therefore they may be used 
interchangeably; curriculum has a wider and theoretical framework. Thus, curriculum 
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can include some different syllabuses, programmes or courses of study. For example, 
the TAFL curriculum in the Saudi educational system consists of syllabuses within the 
framework of grammar, reading, composition, rhetoric etc. 
Below, two definitions are focused on to see how they relate to syllabus 
designing in teaching foreign languages. The first one considers curriculum as a, "broad 
description of general goals by indicating an overall educational-cultural philosophy which applies across 
subjects together with a theoretical orientation to language and language learning with respect to the 
subject matter at hand. A curriculum is often reflective of national and political trends as well" (Dubin 
and Olshtain 1992: 34-35). The second sees the syllabus as an, "operational statement of 
teaching and learning elements which translates the philosophy of the curriculum into a series of planned 
steps leading towards more narrowly defined objectives at each level" (ibid. ). 
Stern (1987: 23-30) examined some views about syllabus design giving us a 
wider understanding about this term. He reviewed, in fact, the syllabus design in the 
light of what has been discussed by Breen, Candlin, Brumfit, Widdowson, Yalden and 
Allen in the ELT Documents 118 (1984) and in the TESOL symposium (1983). He 
classified their views into specific schools of thought. In Stem's opinion, Candlin and 
Breen from Lancaster University are classified as the Lancaster School; Brumfit and 
Widdowson from the London Educational Institute are represented as the London 
School; Yalden could be an independent school and Allen represented the Toronto 
School. 
In the Lancaster School, Candlin believes that a good syllabus is the open one 
which can be discussed by the teachers and students; he obviously rejects imposing any 
predetermined information on the teachers and learners. Some facts in their School's 
opinion must be taken into account, notably the teacher's abilities and the individual 
abilities of the students, thereby concluding that two syllabuses are to be considered, the 
functional and the structural. It is evident that the syllabus concept of Candlin refuses 
any idea of a pre-designed plan which imposes objectives, content and methodology on 
the teachers who in return would impose them on the learners. 
As for the London School. Brumfit and Widdowson see the Lancaster 
perspective as unrealistic and they in fact give an alternative view. Widdowson 
understands that syllabuses are of considerable importance in the educational process; 
despite his objection to limiting the actual teaching. he welcomes the idea of a teacher's 
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freedom. However, achieving that freedom must not damage the usefulness of the well- 
designed syllabus. Brumfit supports his colleague, but he pays more attention to the 
features and values of the syllabus itself. When Brumfit focuses on the efficiency of the 
syllabus he means that a syllabus should include areas that are linguistic, 
sociolinguistic, pragmatic and cultural and substantive (Stern 1987: 25). 
Yalden in her independent school of thought made "a bridge" between the London 
School and the Toronto School. She, like Brumfit and Widdowson, recognises the 
significance of the syllabus and differentiates between three basic positions: 1) if 
language is seen as a learning process then a grammatical logic sequence is followed; 2) 
if language is seen in Krashen's sense as an acquired process, then no particular 
linguistic presentations are needed; and, 3) if the syllabus is based on language use, then 
there must be a needs analysis. Therefore, "identified needs will impose the choice of syllabus 
content", as Stern (1987: 25-26) puts it. She believes in learners as a vital factor in 
syllabus design; though, syllabus for her is a teacher's decision about the content and 
objectives, with the learners' needs as secondary. 
Allen's view, despite his experience in the ESP field, ignores the learners' role 
in syllabus design and goes on to emphasise the content that learners actually know and 
"experiential" language learning, instead of focusing on the language itself as a tool of 
language learning (Stem 1987: 26-27). 
In any syllabus, three phases should not be ignored: plan, implementation and 
evaluation (Nunan 1994b: 10). The planning phase is the direction the syllabus takes 
towards language in general or for specific purposes. Moreover, the syllabus could 
relate to a future plan, therefore the future can be seen through the syllabus objectives 
and what made us plan the future according to these objectives. The plan could 
therefore be a future in itself; in this case, we have to think how can we reach that future 
and we should add an explanation of the best way to reach it. We can also see the 
syllabus from a critical view point, considering it a matter which needs to be evaluated 
(White 1993: 4-5). 
To draw a practical distinction between "curriculum" and "syllabus" we have to 
see the "syllabus" as an important part of the educational programme restricted to 
describe the content of a given course, whereas the "curriculum" is more comprehensive 
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so it can cover all the learning activities from the decision making to the evaluation. 
Thus, what students learn is a question answered by syllabus, but what students learn 
and how they learn it is a question answered by curriculum. Allen (1984: 61) made a 
good distinction between "curriculum" and "syllabus". "Curriculum" is considered in 
Allen's perspective as, "a very general concept which involves consideration of the whole complex of 
philosophical, social and administrative factors which contribute to the planning of an educational 
programme"; whereas "syllabus" is considered as a, "subpart of curriculum which is concerned 
with a specification of what units will be taught", apart from how they will be taught 
(methodology). This distinction certainly clarified the relationship between the two 
terms and Allen (ibid. ) goes further in distinguishing curriculum at five levels as 
follows: 
1. Concept formation level, where the general principles of foreign language pedagogy 
are constituted, along with one's thoughts of what establishes target language 
proficiency and identifying the role of language in society. 
2. Administrative decision-making level, which deals with the specifying of a certain 
"course of action", given different constraints on the programme, such as, social, political 
and financial factors. 
3. Syllabus planning level, which deals with specifying of the programme objectives, 
drawing up a list of modules to be taught, drafting timetables, liasing work with other 
items on the curriculum, and establishing criteria of choosing and grading. 
4. Materials design level, where texts, games, exercises, simulations and other activities 
are created. 
5. Classroom activity level, which is related to the methodology. 
In addition, Brumfit (1984a) combined some distinctions between the two terms 
following narrow and broad concepts: the narrow distinguishes between the content and 
the methodology; the broader view finds that it is difficult to distinguish between 
content and methodology when using communicative language teaching (Nunan 
1994b: 5). Yalden (1984: 14), Candlin (1984: 32) and Brumfit (1984b: 76) supported this 
broader view; Stern (1984: 10-11), Widdowson (1984: 26) and Allen (1984: 61) adopted 
the narrower view. 
The definition of curriculum can be seen from two perspectives, general and 
specific. In the general one, curriculum is seen as a set of organised intentions for 
educational and training purposes. In the specific one. a curriculum is considered as a 
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plan with well-designed educational aims which usually exists in written form and 
which guides activities rather than outlining details. Syllabus on the other hand is a term 
often integrally connected to the curriculum. To some, curriculum and syllabus are 
synonymous and are used interchangeably. 
To sum up, curriculum can be seen as the whole of the learning process, i. e. the 
language, the learning objectives, the experiences and the assessment of how the 
learners' needs are applied in the educational process; whereas syllabus is considered to 
be more specific and based on describing what actually is conducted in the classroom. 
In spite of highlighting the difference between syllabus and curriculum, these 
two definitions indicate that there is a close, inseparable relationship which could 
perhaps be more straightforward if both terms were attributed to a single, broad 
framework. That framework requires two levels: i) curriculum, which deals with broad 
concepts such as policy, philosophy and goals; ii) syllabus, which concentrates on 
detailed objectives, contents, activities, procedures, materials and methods. These two 
levels are complementary and interact with each other. 
According to the above distinction, it is clear that the syllabus has a partial 
relationship with the curriculum, but that they, of course, are not equivalent concepts 
and are understood in this current study on that basis. Nevertheless, a further 
interpretation and terminology arguments were put forward by Brumfit (1984b: 75-81) 
and White (1993: 3-6) about these two terms which are useful to those who need more 
clarity. 
We stated earlier that the concept of the curriculum is wider, theoretical and 
more general. In its wider sense curriculum is the "philosophy, purpose, design, and 
implementation of a whole program" (Graves 1996: 3). It includes content, methodology and 
evaluation and it should, therefore, be used to answer the two key questions: what do 
students learn? And, how do they learn? The syllabus on the other hand, concerns the 
content only and is, therefore, narrow and more specific. Syllabus could then be 
considered a part of the curriculum. As a result of the previous discussion, we found 
that some curriculum models stress the final objectives of the programme such as the 
means-ends model and others focus on the content or process such as the process 
syllabus. 
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In short, taking these difficulties of curriculum, course and syllabus into 
account, it can be said that "curriculum" is the broader term which covers elements 
which may be out of the hands of the teachers if they work as course designers 
[elements such as social needs analysis, official decision making or the whole 
programme evaluation (ibid. )]. "Course", on the other hand, deals with developing a 
range of teaching materials to be taught in a specific time whereas, "syllabus" generally 
refers to procedures for deciding what will be taught in a language course. In fact, 
"course" comprises how a syllabus will be conducted. -In other words it covers: i) 
teaching methods and materials that are needed to achieve the objectives of the course; 
ii) length of the time required for the whole process; iii) sequencing and organising the 
classroom activities; iv) placement and achievement tests; and v) how the course will be 
evaluated (Richards et al 1992: 67). Subsequently, "syllabus" is understood in this 
research as a part of course design, within the framework of a curriculum. 
Planning a new curriculum falls outside the scope of this thesis because as a 
general statement for TAFL it already exists. Our task is to try to reconcile what we 
already have with what we are looking for. We actually have students in Saudi Arabia 
who studied AFL programmes for two years and have already started their higher 
education studies in the Dacwa Faculties and are looking for a course to help them cope 
with a specific language of the new discipline of study. Planning a new curriculum is 
not necessary but designing a syllabus on its own will not be enough. It is found that the 
term, "course" is suitable to use in this study because it refers to a point between 
curriculum and syllabus. Using the term "course" will give the researcher more freedom 
to make decisions and to formulate an appropriate framework for TAFL for dacwa 
students. In addition, it is assumed to open doors to the teachers in the field of TAFL 
and TASP to develop their own courses when that is needed instead of waiting for the 
official authorities to give permission to plan and develop a new curriculum which 
usually takes a long time to be achieved. 
4.4 Conclusion 
To sum up what has been said, it is believed that the emergence of LSP can be both a 
response to the deficiency in the traditional way of teaching foreign languages and a 
yield of the revolution in the fields of science and technology in the West. LSP can be 
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defined as a teaching language for the purpose of the learners rather than teaching it for 
the needs of the language, teachers and educational organisation. 
LAP is ultimately a branch of LSP, at least in this current research. It is 
specialised because of focusing on specific kinds of skills and strategies, not because it 
makes students understand their discipline terminology. 
As for the other controversial issues, "curriculum", "course" and "syllabus", it is 
most likely that "curriculum" is the broadest term referring to general, more theoretical 
aspects; "course", on the other hand, deals with developing a range of teaching 
materials to be taught in a specific time; and "syllabus" refers to procedures for deciding 
what will be taught in a language course. In effect, TAFL in Saudi institutes has its own 
curriculum and the responsibility of this study is to design a course for TASP within the 
scope of the TAFL curriculum. 
Many types of syllabuses and courses have been reviewed. The types that focus 
on skills and strategies are highly recommended at this stage, along with acknowledging 
the discipline terminology. Finally, with a developed knowledge about some crucial 
components of LSP and LAP we will move on to Chapter Five where the theoretical 
framework for LAP course design will be established. 
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CHAPTER FIVE 
LSP and LAP course design: theoretical framework 
5.1 Introduction 
In Chapter Four, curriculum, course and syllabus as well as notions of Language for 
Specific Purposes and Language for Academic Purposes were discussed and elucidated. 
A variety of literatures in the field of foreign language teaching in general and 
Language for Specific Purposes in particular has been reviewed. Now, we will take a 
step forward to establish a course design framework. Accordingly, this chapter has two 
major aims: first, to review the existing theoretical frameworks for Language for 
Specific Purposes course design; and second, to propose an appropriate theoretical 
framework for teaching Arabic for Academic Purposes. 
5.2 The available attempts 
Planning or designing any course must depend on particular bases. For educationalists, 
philosophical, social, cultural and psychological bases are crucial to course design. As 
our concern is with designing a course in the field of LAP, it is valuable to review 
firstly what has been written about course design with reference to LSP. The bases take 
different names such as, steps, stages, elements, principles or components. However, 
despite these differences the meaning and the role in the process of course design are 
almost the same. 
In 1962 Taba gave headlines to course design. These headlines became an 
important guide for designers, and subsequently were taken into account in their 
projects. The list included: (1) diagnosis of needs, (2) formulation of objectives, (3) 
selection of content, (4) organisation of content, (5) selection of learning experiences, 
(6) organisation of learning experiences and (7) determination of what to evaluate, and 
the means to evaluate (Taba 1962: 12). 
We could say that the Taba principles underpinned most suggestions and bases 
that were presented later. It was commented that in Taba's framework, the content was 
not obvious and that the principles do not distinguish between the goals and the 
objectives of the language teaching course (Dubin and Olshtain 1992: 2). 
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Taba's principles for course design ignored the learner as they focus on teaching 
language for general purposes. Below, six attempts in the field of ESP and EAP course 
design which give considerable attention to learners' needs are examined. These 
attempts have been taken as guidelines for designing courses for LSP since 1972. 
Hutchinson and Waters (1994: 21-22) and Graves (1996: 13) made their first 
steps towards achieving a criterion or framework for LSP and LGP course design by 
asking fundamental questions. Hutchinson and Waters tried to set up a "reasoned basis for 
subsequent processes of syllabus design, materials writing, classroom teaching and evaluation" (ibid. ). 
On the other hand, Graves presented her own framework in sequenced stages and 
rephrased the components of the framework in question form to explain her meaning 
clearly. The five whs. "why? ", "who? ", "what? ", "where? " and "when? " are key questions 
common to both works. Whereas Hutchinson and Waters's questions were rather 
theoretical, Graves's questions were indeed more practical. Thus, it could be said that 
Hutchinson and Waters's questions underpinned Graves's questions. The questions put 
by Hutchinson and Waters are: Why does the learner want to learn?; Who will be 
concerned in the process, i. e. students, teachers, sponsors, inspectors etc.?; Where will 
the learning take place and what kind of facilities does that place provide for the 
learning process?; When will the process start and how long will it go on for?; What do 
the learners want to study?, i. e. aspects of language, level of proficiency, topic areas 
needed to be covered; and, finally, How will the learning be achieved? i. e., the learning 
theories beyond the course and the methodology applied. The questions put by Graves 
on the other hand are: What are the learners' needs?; How can these needs be assessed?; 
What are the intended outcomes of the course?; What will be the base of what is going 
to be taught?; What will be included in the syllabus?; How and with what will the 
course be taught?; What are the roles of the teacher and the students?; How will the 
content and activities be ordered?; What system will be developed?; How will the 
outcomes be assessed?; How will the effectiveness of the course be evaluated?; and 
finally, What input will be provided by the target situation? 
Each framework was, in fact, based on specific fundamental principles which 
were sequenced according to a certain ideology to achieve particular goals. The 
common frameworks in the field of LSP course design are as presented in the following 
sections: 
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5.2: 1 Mackay and Mountford (1972) 
If we went back to 1972, we would find that Mackay and Mountford presented a very 
satisfactory framework which was to underpin the framework made by Mackay and 
Bosquet in 1981. The framework was made for the design of an English course for 
postgraduate students in the faculties of science, applied science and agriculture in the 
University of Newcastle Upon Tyne. Two features can be identified for this: i) it is 
based on language data not only in terms of traditional linguistic items or sentence 
structures, but also on "linguistic forms of a communicative kind - procedures, concepts, events", 
indispensable to the target students (Mackay and Mountford 1972: 138); ii) the content 
that was needed by the learner was not met by giving them the "accumulated knowledge of 
the entire field". Naturally, the data is selected from the field of study depending on the 
language skills needed to be taught. This data could be selected from written texts for 
reading skills or from spoken lectures for aural skills (ibid.: 139). The framework was 
based on the following principles: 1) analysing the specific situational background; 2) 
assessing the specific needs; 3) determining the reading skills; 4) determining criteria 
for selection and organisation of the data: selection of text, grading of text, unit design, 
exercise design; and, 5) comprehension of and exercises on the text: the skill of 
comprehension and the exercises on the text. 
This project is classified under the language-centred approach. The authors tried, 
however, to formulate their project outside the limitation of the linguistic content, and 
therefore employed the content to serve the target skills. This attempt to escape from the 
restriction of the language-centred approach seems to be an interest of our project, but 
we require more freedom which can be obtained from another framework (see below). 
5.2: 2 Mackay and Bosquet (1981) 
Mackay and Bosquet (1981: 1-28) divided their framework into two steps, pre- 
programme development step and programme development. In the pre-programme 
development stage it can be seen as a decision-making or policy formulation syllabus 
and is usually conducted and fulfilled by the authorities which can exist at any level 
(Mackay and Bosquet, 1981: 2). As for the programme development there are several 
stages to be considered: needs assessment, defining goals and objectives, syllabus 
design, materials production, methods, teacher training, and, evaluation. The 
programme development has also been grouped by Mackay and Bosquet (1981: 6-20) 
into four phases: the basic information gathering, which refers to needs assessment; goal 
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specification, which represents definition of goals and objectives; production, which 
means course syllabus design, material production, teaching methods and teacher 
training; and, an evaluation phase. 
Designers around the world have for a long time used Mackay and Bosquet's 
framework. Despite the competition in the field of LSP and syllabus design framework, 
Mackay and Bosquet's framework still exists and is still used. It is believed that this 
framework left its clear fingerprints on most of the following attempts. Of course, it 
influenced our project. 
5.2: 3 McDonough (1984) 
McDonough built her framework on variables set by Strevens in 1979. These variables 
were considered as very important factors to the criteria of course design (McDonough 
1984: 14-15). She employed the Strevens' variables sufficiently to classify the primary 
data to be gathered, a crucial element in any LSP course design, under two headings, 
"context" and "learner" (ibid.: 18). "Context" includes information such as that which 
refers to the movement requirements; time; organisational resources such as classrooms, 
learning aids, hardware, and secretarial; teachers, are they qualified, native-speakers and 
are they enough in number to run the course?; financial resources; how many students 
are going to attend the course and how many of them will be in the same class; and 
given course requirements, e. g. study skills. The heading of "learner" on the other hand 
includes information such as proficiency in the target language; cultural background; 
educational background; age; gender; academic level; mother tongue; needs; ability; 
motives; and attitudes. 
The criteria for course design which was established by McDonough (1984: 66- 
88) is re-written diagrammatically in Figure Seven: 
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Figure Seven: The key factors of course design (after McDonough 1984: 67 with some 
adjustments) 
It is logically ordered and based on crucial fundamental variables but lacks 
particularisation which makes it difficult to be used by ordinary language teachers. It 
needs to be itemised so that it can be easily followed. 
5.2: 4 Hutchinson and Waters (1987) 
Hutchinson and Waters (1994: 72-77) carefully thought up the learning-centred 
approach as the one to overcome the shortcomings of the preceding approaches to ESP 
course design, i. e. language-centred and skill-centred. In effect, it is difficult to follow 
in countries where the decision for educational development or innovation is a central 
decision such as the case of Saudi Arabia. In such cases, a long time would need to be 
spent before making the decision and a long time would be spent before having the 
development implemented. Dynamism and negotiation are good characteristics but 
sometimes the nature of the educational system and the surrounding environment 
imposes constraints on the type of language course. It also requires qualified teachers to 
run it, which can be difficult in the context of TAFL. Instead, the skill-centred approach 
(Hutchinson and Waters 1994: 69-7 1) is seen as an alternative one, especially if the 
students on the programme are users of the language more than learners of it (ibid.: 70). 
The stages of this framework are as follows (ibid. : 71): 1) identifying target situation; 2) 
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theoretical views of i) learning, and ii) language; 3) analysis skills/ strategies required to 
cope in target situation; 4) writing syllabus; 5) selecting texts and writing exercises to 
focus on skills/ strategies in syllabus; and, 6) establishing evaluation procedures which 
require the use of skills/strategies in syllabus. 
Skill-centred is the approach whereby the teachers or course developers, even 
those who are new to the field of LSP can design their own courses to teach LSP in any 
desired area. However, it must be remembered that this approach is not content-oriented 
to teach specific terminology or a restricted repertoire of the language. Its main concern 
is to "make the learners into better processors of information" (ibid.: 70). One of the main features 
of this framework is the consideration given to the target situation needs. We believe in 
this research that the needs extracted from the target situation are very important. This 
framework is taken into account in our proposal framework (Table 5.1) and is explained 
in section 5.3: 1: 4. 
5.2: 5 Graves (1996) 
The framework components of Graves (1996: 13) have much in common with the title of 
her publication, Teachers as Course Developers. In other words, they are simple, 
practical and can be easily adopted. Her framework is sequenced as follows: needs 
assessment, determining goals and objectives, conceptualising content, selecting and 
developing materials and objectives, organisation of content and objectives, evaluation, 
and consideration of resources and constraints. It is recommended that the last stage can 
better be taken into account earlier in the above sequence. It can be said that 
determining goals and objectives will not be clear unless we take the givens of the 
learning situation into account. So it is advisable to remove it before the 
"conceptualising content" stage and then continue the sequence. 
5.2: 6 Jordan (1997) 
Jordan's English for Academic Purposes (1997) is the most recent framework in the 
field of LSP in general and LAP in particular. His framework for the syllabus and 
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Figure Eight: Jordan's framework for LAP course design (Jordan 1997: 57). 
(N. B. The researcher made some changes: "L" to become LSP and LAP, instead of ESP and EAP 
replaces "E") 
The interesting thing about this framework is that it appears to sum up all the previous 
efforts that have been made in the field of Language for Academic Purposes since 
Mackay and Mountford's framework for LSP course design (1972) until Graves's 
framework (1996), both reviewed above. Hence it can be said that when Jordan 
proposed his criteria for LSP course design, the advantages and disadvantages of all the 
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preceding works were in his mind. As the author tried to include small details in his 
framework, it became comprehensive and very crowded. As a result, adopting Jordan's 
framework to be used in the context of Arabic for Academic Purposes course design 
requires us to re-write components of these criteria, simplifying it so that it can be easily 
followed. Simplification, however, does not mean ignoring important factors nor 
jumping a vital stage. This criterion has six main stages: needs analysis, determining 
objectives, analysing means, designing syllabus, determining appropriate methodology 
and evaluation. All these stages will be included in the following proposed framework. 
Nevertheless, other scholars will be involved in the discussion on how these stages can 
be employed. 
5.3 Proposed framework 
In addition to Jordan, scholars in the above survey have come forward with substantial 
principles for LSP and LAP course design. Apart from designing a course for Teaching 
Arabic for Academic Purposes, one of the goals of this current study is to provide 
people who work in the field of TAFL with an appropriate framework to be employed 
for further improvement in the field of TASP in general and TAAP in particular. Below, 
a framework combined from the former survey is proposed. It is actually based on the 
fact that teachers of TAFL are, to some extent, not qualified in TASP and may need a 
simple and practical framework for course and syllabus design. The nature of the Saudi 
educational system was also taken into account. In the country's system, making a 
decision to design a course is not an easy and expeditious procedure; rather, it is long 
and complicated. The proposed framework is indeed based on Jordan's framework and 
has been theoretically underlain by other scholars' background in the field of LSP. An 
overall picture of the proposed framework is presented in Table 5.1. A discussion on it 
will follow thereafter. 
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stage main components sub-components areas to be covered 
one Needs analysis target situation needs: target, future, objectives 
aims 
necessities 
target situation analysis 
resent situation analysis 
language analysis 




organisation present situation analysis 
target situation analysis 
language audits 
course designer purposes/needs 
and teacher strategy analysis 
means analysis (constraints) 
two General goals objectives learner objectives 
course objectives 







four Syllabus design skills-based selecting interesting and representative texts 
(what) devising a hierarchy of skills to be exploited in 
the texts 
ordering and adapting the texts as necessary to 
enable a focus on the r ired skills 
Devising activities/techniques to teach tho 
skills 
devising a system to assess the acquisition of 
the skills 
five Methodology developing and material 
(how) selection of ! earning tasks 
activities 
exercise s 
six Assessment evaluation 
feedback 
Table 5.1: The proposed framework for a Language for Academic Purposes course 
design 
5.3: 1 Theoretical background of the proposed framework 
In this section we will look into the terms and components involved in the above 
framework. The clarification is focused on the purpose of allowing the course designer 
and teacher to understand the terms and components in order to employ them without 
any confusion that may be reflected by different views on these terms. 
-88- 
5.3: 1: 1 Needs analysis 
Needs analysis is a substantial pre-stage in any LSP course design process. Needs in this 
context refers to the needs of the learners, target/learning situation, course 
designers/teachers and/or educational organisation. In Chapter Four (4.2: 1: 1: 1) the 
meaning of needs analysis has been surveyed; there follows a clarification of the type 
and resources of needs analysis. 
I. Types of needs 
Several types of needs are identified: 
1. Productive needs, which are the learners' study or work requirements (Robinson 
1991: 7). Widdowson has seen this type as "goal-oriented". It is possible to classify three 
of the needs under this heading: those of necessities, lacks and wants. Nonetheless, the 
researcher does not see that these three categories of needs are restricted to either "goal- 
oriented" or "process-oriented" types; they may be shared between the two. 
2. Process needs, which means ability that the learner needs in order to acquire the 
language (Widdowson 1981: 2). 
3. Felt needs and perceived needs, which refer to the subjective needs of the learner, 
his/her desires, and wants. On the other hand, the perceived needs are those that are 
determined by the teacher, course designer or educational organisation according to the 
actual needs of the target situation (Berwick 1990: 55). 
4. Future hypothetical needs, which relate to the future plans of using the language at 
some unspecified time. This type of needs is virtually inherent to an LAP programme 
where the learner takes the course for the purpose of future studies. The learners need 
what they are taught for the time being and also for an unspecified time in the future. 
5. Teacher-created needs, which refer to those needs imposed by the teacher. We have 
to say that this type of needs has to be considered, although the idea of imposing needs 
on the learner in LSP programmes is rejected. This matter depends on the kind of 
teacher, if the teacher is well-trained and is experienced; the teacher's needs should be 
taken into account but without overlooking the needs of the learner and the 
target/learning situation. 
6. Student desires, which is what the learners look forward to doing with the language. 
This kind of needs leads to individuality in need analysis. According to Mackay and 
Bosquet (1981: 7) and Munby (1994: 75), this kind of need will certainly encounter three 
major problems: i) different kinds of needs could be found in the same classroom and it 
would be difficult for the syllabus or programme to meet all of them; ii) some learners 
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have no experience in a particular occupation or academic field. Therefore, they could 
not identify their own needs as expected; and, iii) this kind of need may be influenced 
by the need of communities, schools, companies and government. 
7. Real and current needs, which express the immediate needs for occupational 
purposes. These can be clearly defined by vocational or occupational purposes, whereas 
it is less explicit in the terms of academic purposes because students learn on language 
programmes how to cope in their target situation. Unless the students need the language 
to pass an examination (in which case they might not need it for communicative 
purposes), their needs can be defined as immediate needs. 
It is also useful to recognise that there are demands, requirements, and 
expectations which can be real or imaginary needs. We can also find these needs in 
terms of felt, prior or symptomatic needs. All these needs should be highly regarded in 
any needs analysis process (James 1974: 76). 
Finally, we need to explain the meanings of necessity, lacks and wants in this 
context as: i) necessities, which means what learners have to know to communicate 
effectively in a target situation; ii) lacks, which means the lack between what the learner 
already knows and what he/she looks ahead to learning; and iii) wants, which express 
the learner's subjective desires and wants. These three kinds of needs are different from 
learner to learner and sometimes might be in conflict. To solve this problem, we have to 
focus on small groups of learners who really wish to study or work in the same 
discipline. It is to some extent true that all the types that are mentioned above can be 
assigned to the learner, target situation, designer and/or educational organisation. The 
question is, which of these kinds of needs are to be considered more than the others? 
The syllabus designer or writer has to select the type he/she sees is appropriate to 
his/her situation. In fact, one can use more than one type. Our concern in this project is 
mainly the process-oriented definition of needs. However, all types of needs (such as 
learner's needs, or other demands) should be taken into account according to specific 
priorities. 
II. Resources of the needs 
There are four main resources: target/learning situation, student, course designer/teacher 
and the educational organisation. The question put by Chambers (1980: 26) is, which of 
these is the appropriate resource to determine needs? (ibid. ). The target/learning 
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situation in the field of LAP is a cornerstone in determining the real needs to be met 
during the course. Each case of LAP however, may be considered individually. A 
course attended by three managers in order to develop their skills in business 
communication is different from a course attended by forty students whose aim is to 
study medicine. To simplify and summarise the resources, we need information about 
the learner, his/her needs, wants and lacks; what kind of facilities can be provided by 
the educational organisation; the teacher level of training and experience; the planner 
has to give his/her perspective on the syllabus, students and target situation; and finally, 
the time available. All these needs are to be assessed and analysed, but before that we 
have to determine precisely the target situation to assess the objective needs of the LSP 
course. 
First: target/learning situation 
The needs derived from the learning situation are the true needs that can lead to the 
target objectives. Chambers (1980: 29) emphasised that the "result of the TSA (Target 
Situation Analysis) is the establishment of certain needs". This does not, of course, mean 
overlooking other resources. Unavoidably, this will impose some constraints on the 
learner, but we are looking for real and relevant needs to be easily tackled during the 
course. 
Under the heading of target/learning situation three terms need to be mentioned. 
These three terms are the whole situation analysis, the present situation analysis (PSA) 
and the target situation analysis (TSA). 
1. The whole situation analysis 
Characterising the whole situation that is going to be served by the LSP or LAP course 
is an unavoidable point of departure towards the actual needs of the target situation. 
Certain questions should be asked in the very beginning as we did prior to our surveys 
conducted at the IU and IMU: what is the situation about?; Is it a course for vocational, 
professional or academic purposes?; Who is the learner?; What type of syllabuses are 
required?; Is the course would concentrate on the language for General Academic 
Purposes or for Specific Academic Purposes?; In which context will the language be 
used?; And many other questions which can help the designer to have a global and 
visible perspective about what he/she is going to do. Answering these questions is 
possible by observing, interviewing or questioning the students as well as studying all 
the related factors related to the students, the teachers and the organisation. 
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Jordan (ibid.: 22-23) summarises the whole situation analysis with several 
questions: First, why is the analysis conducted? The answer is, to specify the form of 
"syllabus and content, material, teaching/learning" and so on. Second, whose needs are to be 
analysed? Needs can belong to learners, the educational organisation, the employer, and 
so on. Third, who carried out the analysis? Who determines what the language needs 
are? Teachers, designers or researchers can take this responsibility. Fourth, What is to 
be analysed? Are they, "target situation; present situation; deficiencies; strategies; means; 
constraints; necessities; lacks; wants...? " Fifth, how is the analysis to be carried out? Is it by 
tests, interviews, questionnaires or observations? Sixth, when is the analysis to be 
conducted? Before, during or after the LAP course? Seventh, where is the LAP course 
to take place? Is it in the target language country, student's country or another country? 
Finally, analysing the whole situation at the beginning is only a preface or 
introduction from which the designer gets all the key elements ready in his/her mind to 
map out a course design in terms of general concepts and broad headlines. The next 
stage is to investigate these indefinite ideas in a specific and close context. 
2. Present Situation Analysis (PSA) 
PSA is a closer analysis based on the specific context of LSP/LAP. It is significant to 
find out at what stage of language development the student is at the beginning of the 
language course (ibid.: 24). Students can be observed, interviewed or questioned to 
specify their state of language development. Likewise, the educational organisation and 
teachers can also be consulted and investigated as a consequential part of the course 
design process. It is believed that PSA gives a cloudless view to the LSP/LAP course 
designer. 
3. Target/learning Situation Analysis (TSA) 
The first step in an LSP course or syllabus design is to analyse the target situation. The 
learner is sometimes not able to determine his/her needs because of a lack of knowledge 
of what the target job is or what the study entails. In order to be able to design the LSP 
course, we need to focus on the students' needs at the end of the LSP course; this can 
not be achieved without employing a Target Situation Analysis (Robinson 1991: 8). 
Questions such as: What is the learner going to do after the LSP course?; What is the 
real environment he/she is going to work/study in?; and, Are there any specifications 
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necessary in terms of skills, strategies, language level and educational background?, 
need to be answered. We in fact need to know what the learner should learn to enable 
him/her to work or study effectively in the target situation. In order to do this, we 
should analyse the target situation in the light of the, "linguistic features - discoursal, 
functional, structural [and] lexical - which are commonly used in the situation identified" (Hutchinson 
and Waters 1994: 55). Interesting discussions of Target Situation Analysing can be 
found in Chambers (1980), Robinson (1991), Munby (1994) and Jordan (1997). 
Giving TSA a top priority in importance does not, in any sense, mean ignoring 
the learner's needs, which are already implied by choosing the Target Situation (TS); 
neither does it mean dismissing the other sources of needs such as teachers and 
institutions. 
Target Situation in this context is the environment in which the learner goes to 
work or study after the LSP programme. This environment should be analysed 
according to the linguistic needs, skills and strategies required to cope in this special 
environment. These needs are objective and are not influenced by the views of the 
teacher or course designer. Chambers (1980: 29) emphasised that the needs determined 
by TSA are the long-term needs that do not change until the situation itself changes. 
Munby (1994) carried out a significant work related to TSA. He provided the 
most detailed profile of learners' needs in relation to target situations, such as 
communication purposes, settings, means of communication, language skills, functions 
and structures. Munby had broadened the scope of LSP to include not only the language 
for science and technology but other branches as well. The only comment we can make 
on his work is that he presented too many elements and factors and his approach was 
rather comprehensive and general. His work focused on the surface linguistic features of 
the target situation. The target situation can, however, give the course designers more 
than the surface structure of the language. . 
Hutchinson and Waters (1994: 59-60) in fact presented a target/learning 
situational analysis framework with the following questions: 
Why is the language needed? 
- is it for study, work, training, a combination of these, or for some 
other purpose: e. g. status, exam, promotion? 
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How will the language be used? 
- medium: speaking, writing, reading etc. 
- channel: e. g. telephone, face to face 
- type of text or discourse: e. g. academic text, lectures, informal 
conversation, technical manuals, catalogues 
What will the context areas be? 
- subjects: e. g. medicine, biology, architecture, shipping, commerce, 
engineering 
- level: e. g. technician, craftsman, postgraduate, secondary school 
Who will the learner use the language with? 
- native speakers or non-native 
- level of knowledge of receiver: e. g. expert, layman, student 
- relationship: e. g. colleague, teacher, customer, superior, subordinate 
Where will the language be used? 
- physical setting: e. g. office, lecture theatre, hotel, workshop, library 
- human context: e. g. a bus, meeting, demonstration, on telephone 
- linguistic context: e. g. on own 
When will the language be used? 
- concurrently with the ESP course or subsequently 
- frequently, seldom, in small amounts, on a large scale 
Second: Learner needs 
The learner is at the heart of the LSP syllabus design. The important and most 
distinctive feature of the LSP learner is that he/she comes to the programme through a 
genuine desire (McDonough 1984: 38). Learners usually have their needs concerning 
present needs, future needs, subjective needs, felt needs as well as wants/likes and or 
lacks. A designer has to look closely at his/her students and study their needs in a 
respectful way otherwise the course would automatically change to LGP instead of LSP. 
It is important to keep an eye on the learners' needs as they may change during the 
course. To be on the safe side, one has to design a flexible course where any change in 
the learners' needs can be easily taken into consideration. 
Operationally, Munby (1994: 52-66) and Hutchinson and Waters (1994: 63) have 
suggested the sort of information needed to be acquired from the learner about 
him/herself. We have looked at Hutchinson and Waters' framework of learners' needs 
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analysis and applied the questions set out there, with some adjustments, to our students 
interested in Arabic for Specific Purposes i. e. studying da`wa in particular. 
Who are the learners? 
- What is their age, sex, nationality and place of residence? 
- What do they already know about the target language? 
- What subject knowledge do they have? 
- What are their interests? 
- What is their socio-cultural background? 
- What teaching styles are they used to? 
- What is their attitude to the target language or to the culture of the target 
language speaking world? 
- What are their socio-linguistic attitudes and expectations? (e. g. positive or 
negative to TL) 
- What is their educational level? 
The reasons behind taking the course. 
- Compulsory or optional? 
- Apparent need or not? 
- Are status, money or promotion involved? 
- What do learners think they will achieve? 
- What is their attitude towards a course in Arabic for Specific Purposes? (e. g. 
do they want to improve their Arabic or do they resent the time they have 
to spend on it? ) 
The learners' strategies of learning. 
- What is their learning background? 
- What is their concept of teaching and learning? 
- What methodology will appeal to them? 
- What sort of techniques are likely to bore/alienate them? 
The preferred place and time of the course. 
- Do they prefer the course to take place in the TAFL institute? 
- Do they prefer the course to take place in the college of study? 
- Do they prefer the course to take place in the students' club? 
- The preferred time and frequency (time of day, once a week, twice 
a week, full-time/part-time, concurrent with need or pre-need? ) 
The language. 
- Mother-tongue (L 1); 
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- Target language (L2); 
- Present level/command of the TAFL (zero, false beginner, elementary, 
intermediate) 
- Other language(s) known (L2). 
Third: The educational organisations 
These organisations are the language institutes, universities and education ministries. 
Thus, what can they give and what are their needs? They will give facilities to the LSP 
course, but they also may impose some constraints on the learner, teacher and syllabus 
designer. The organisation can impose on the designer its demands, such as the type of 
language used, e. g. in Arabic there are various levels of Arabic, such as Classical 
Arabic, Modern Standard Arabic and Colloquial Arabic; in universities such as IMU 
and IU, where the designer is not allowed to include any pictures of women in the 
teaching materials. Present Situation Analysis (PSA) allows the designer to know what 
is available and what is not as well as being informed of what the target situation is 
from the point of view of the educational organisation. The set-up of the educational 
organisation's demands and facilities have been collected from different literature in this 
field as follows: financial resources, aids provided, place, class size, furniture, time 
factors, availability of books and equipment, Ministry of Education control over finance 
and syllabus, educational framework of LSP and the role of the target language in the 
educational system, the restrictions of the organisations' orientations towards the whole 
process and specific language learning environment (e. g. academic-based language 
centres, language schools, language training centres). 
Fourth: Course designer/teacher's needs analysis 
The needs of three types of people have to be considered in this resource: the teacher, 
the designer and the syllabus writer, either individually or in a group. The designer or 
syllabus writer is almost a teacher at the time of writing and may have been a teacher at 
some point in his/her life. Hutchinson and Waters (1994: 62-63) and McDonough 
(1984: 14-15) have both provided us with good instructions for those types of needs 
related to this category: 
What resources are available? 
- Number and professional competence of teachers 
- Attitude of teachers to LSP 




- Opportunities for-out-of-class activities 
- Teacher training standards 
The syllabus designers' needs. 
- Approaches 
- Selection and organisation of content 
- The relationship to learners' needs 
- Views of language 
- Views of learning 
- Methodology, i. e. instructional techniques 
- Balance of skills taught 
- Organisation of class 
- Materials evaluation and production 
5.3: 1: 2 Goals and objectives 
After completing the needs analysis, the next stage is then to highlight the general goals 
and to determine the specific objectives in order to answer the question, "what should the 
learner ideally be able to do after successfully completing the instructional program"? (Mackay and 
Bosquet 1981: 11). 
Practically, there is no single educational programme that can be established 
without goals and objectives. We need to know the goals that are being aimed at 
because these objectives will become the criteria by which the course is run in terms of 
content outline, selected materials, procedures in class instructions and examinations 
(Tyler 1949: 3). 
Whatever the course is, content-based, skills-based or learning-based, the need 
for goals and objectives is still there. Worth noticing is that LSP goals and objectives 
should be derived from the needs and demands of the various parties involved in the 
course or programme. The question in this context is what comes first, specifying 
objectives or determining content and teaching activities? According to Nunan 
(1994b: 61), the answer is based on the "type of syllabus being developed, and the role which the 
objectives are made to play". Therefore, if the objectives are to play a role in guiding to 
-97- 
select the elements in the curriculum as in the "rational curriculum", then they should be 
specified before the determination of the content and teaching activities (ibid. ). 
Apart from what comes first, objectives or content, establishing goals and 
objectives assists the designer to plan his/her course in a clear direction; it is like a map 
which helps teachers and course designers to follow a path in order to arrive at the 
appropriate content and activities (Graves 1996: 17). 
At this stage of design it is presumed that goals of the course have been decided 
in a broad sense. These goals influence the syllabus design (a next stage) in one or more 
of the three dimensions: the language content, the process/means and the 
product/outcomes dimensions. 
The goals can be devised from the existing curriculum, or a committee of 
qualified people in the field can issue a document stating the general goals of the course 
or the designer can hypothesise the goals and let the implementation and the further 
studies investigate the accuracy and relevance of these goals. Translating the goals into 
specific objectives in the course design is ultimately the responsibility of the 
designer(s). 
Objectives therefore should be specified in two terms, students' objectives and 
course objectives. The students' objectives can be understood as needs to be met. The 
course objectives can be understood as ends to be achieved. Graves (1996: 16-19) put 
the process of stating objectives in a practical form. Objectives can be stated in two 
ways: i) "what students will know, know how to do, or be aware of as a result of the course" (ibid.: 
18); ii) in addition, they may be stated as, "what students will do" in the given course 
(ibid. ). Graves in fact benefited from Richards (1990) and Saphier and Gower (1987) in 
presenting the following hints to the syllabus designers. She first of all divided the 
content of the course into three categories, knowledge, skills/attitude and awareness as 
follows: 
i. Content as knowledge; the objectives can be determined as: 
Students tit'i11 know ...... 
Students will learn the ... 
Students will learn that ...... 
ii. Content as skills; the objectives can be stated as: 
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Students will be able to ........ 
Students will know how to ....... 
Students will develop the ability to ...... 
iii. Content as attitude and awareness; the objectives can be expressed as: 
Students will be aware that ....... 
Students will develop an awareness of ........ 
Students will develop an attitude of .... 
Students will explore their attitudes towards.......... 
Graves finally listed five types of objectives: i) coverage objectives, which connect 
units or topics to be covered; ii) activity objectives, which are about exercises and 
practices which students do; iii) involvement objectives, which maximise students' 
involvement and interest; iv) mastery objectives, which are to do with what the learner 
achieves in his/her time in class; and v) critical objectives dealing with how students 
develop learning skills. 
In short, it is believed that setting the objectives is a process which differs 
from situation to situation and the designer should take into account the conditions that 
his/her course and syllabus are going to be run under. The designer should realise that 
the goals of the course are usually broad and general. The syllabus objectives are more 
specific and help to focus the whole teaching process. 
5.3: 1: 3 Means analysis 
There are several factors that influence the course design and have to be taken into 
account in the pre-design stage. These factors can be very helpful if they are all 
available, but any shortage in their availability would impose constraints on the course 
designer (Strevens 1979: 5-10, McDonough 1984: 14-16 and Jordan 1997: 64-65). 
According to Jordan (1997: 64-65), the main factors are listed as variables (see Table 
5.2): 
no. factors variables 
I Tutors number available and their experience and capabilities 
2 Students number and nationalities to be catered for, language level 
3 Other staff administrative, secretarial, technical, social, welfare 
4 Time length of the course: full-time or part-time (frequency); weeks, days, 
hours 




6 Facilities/ library, resource centre, language laboratory, cassette recorders, 
equipment television and video, computers, overhead projectors, photocopier, 
books, journals, stationery and other materials 
7 Accommodati hotels or other arrangements for students; proximity (transport, if 
on necessary) 
8 Finance budget - size, fixed or variable; method and speed of payment 
9 Other past experience, motivation of students: attitudes and expectations, 
influences need for variety, a belief in learning by doing, awareness of non-LAP 
needs, need to be commercially viable, common sense 
Table 5.2: Means analysis 
After analysing the above variables in the actual learning context we would determine 
which of them are available and which become constraints. These factors were 
investigated in the light of the present research and a list of availability and constraints 
is presented in Chapter Ten (10.4: 2). 
5.3: 1: 4 Syllabus design 
Syllabus is the core of any course and it determines the shape and the identity of the 
course especially in terms of whether it is language/content-based, skills-based or 
learning-based. When arriving at this stage, the needs should already be determined, 
goals and objectives should be specified and the means should be analysed in terms of 
availability or constraints. At this stage, we will look at syllabus design theoretically in 
terms of the three types of syllabus mentioned above. 
I. Approaches to syllabus design 
Designing a course is, in fact, a matter of using the available information about the 
situation, learner, teacher, necessity of the programme, when and where the course will 
take place and how it will be implemented. This information requires - in terms of 
producing a syllabus - selecting, adapting or writing the content and establishing the 
suitable methods to teach the content and other materials involved, and finally 
evaluating what has been implemented (Hutchinson and Waters 1994: 65). 
If the needs are analysed, goals and objectives are stated and means as 
availability or constraints considered, then the next step is to answer the question, what 
to do with this raw data? First of all, we shall look at the approaches to syllabus design 
as an initial step towards formulating a framework for syllabus design. Our 
understanding of learners' needs, however, influences the type of the approach. This 
expression "learners' needs" can be divided in two different ways, one is working with 
the language once it is learnt (this is what is called by Widdowson a goal-oriented 
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definition of needs which is concerned with the "ends of learning"). It can, on the other 
hand, refer to what is required of the learner to learn language (which is also called by 
Widdowson [1981: 2] a process-oriented definition of needs and related to the means of 
learning or skills-based approach to syllabus design). 
The goal-oriented and learning-oriented approaches have been already discussed 
in Chapter Four (4.3: 2: 1). As for the skills-based approach we will examine it below in 
terms of its role in Language for Specific Purposes course design. 
This type is needed when specific information or knowledge is demanded and it 
is only available in another language which in fact is not the native language of the 
learner. The learner has a limited time and a significant need for that knowledge. This 
type in fact has two bases, theoretical and practical. The theoretical base is that behind 
any linguistic behaviour there are specific skills and strategies are used by the learner in 
order to understand or produce the discourse. Thus, the emphasis is on the concealed 
abilities behind the performance, while the practical base focuses on enabling learners 
to continue their learning process even after the end of the programme. The skills- 
centred approach was in fact developed as a follow-up or better still, as a reaction to the 
language-centred approach where the learner is almost ignored in the process. In the 
skills-centred approach, learners are provided with the skills and strategies that allow 
them to continue learning the language even after the completion of the course. In this 
case, we are not limiting the learners to one type of language only but we are giving 
them the tools to master the specific register and in the long run they are not constrained 
to any specific time or resources as they would have been in the language-centred 
approach. 
The learners of LSP courses who are following the skill-centred approach will 
have their learning skills and strategies developed within the LSP course and beyond it, 
too. Therefore, the objective of such a course is not to qualify linguistic knowledge but 
to develop the skill of processing data (ibid. ). 
Needs analysis in this approach helps to determine the fundamental competence 
that lets students act in the target situation and it makes the course designer recognise 
the learner's skills together with his/her potential knowledge in an ESP/LSP classroom 
environment. Hutchinson and Waters criticised this approach as it treats a student of the 
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language as a "user of language rather than as a learner of language" (ibid. ). Despite this 
comment, the current researcher finds this approach the most satisfactory one for the 
situation of teaching Arabic to the students of dacwa because the students have already 
completed the TAFL programme and are currently studying their subject at university. 
In any forthcoming course in teaching Arabic to them they will be considered as users 
of the language more than learners of it. In addition, the content of their subject 
language is enormous so it can not be limited to be given in during the course time; 
instead, it is a wise idea to provide the learners with the skills and the strategies that 
open the door to them to learn the language of dacwa during the TAAP course and after 
the course is over. In this respect, the skills-centred approach is followed in the current 
research. 
If we discuss the impact of the skills-centred approach on the LAP course design 
we must say that the LAP course is usually addressed to learners who are ready or about 
to go to university. Therefore, it is logical to focus in such a course on the academic 
achievement rather than on the linguistic knowledge or grammatical items. This means 
providing student with skills, strategies and techniques that he/she might be using for 
the first time (Robinsonl991: 101). In our target course we are emphasising this 
principle by concentrating on the process of supplying students with skills, strategies 
and techniques that help them to read, write, listen and speak in the academic context in 
full measure. Texts are not more than information and the responsibility of the student is 
to employ certain skills, micro-skills and strategies to explore this information 
effectively without engaging in linguistic and grammatical details which we believe that 
he/she was already equipped with during the TAFL programme. 
Designing an LAP course to meet the specific needs of specific students in a 
certain institute is indeed one of the important factors to guarantee the success of the 
LAP course. Subsequently, our course will be especially designed for students of da`wa 
at two Saudi universities. This will enable us to avoid the conflict between interests of 
different students' needs in the classroom. A good understanding of our target students 
and the nature of their academic study made us acknowledge what type of skills are 
required. In this section we will limit our course to five essential realms: reading, 
writing, listening, speaking and vocabulary. This of course indicates that we are 
following a skills-oriented approach in designing our course. 
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First: Academic reading 
This area has obtained distinguished concerns in the field of language for academic 
purposes. In order to make reading in this context different from reading for general 
terms, we must say that reading for academic purposes is inherent to well-determined 
purposes for reading certain texts. These purposes can be listed according to Jordan 
(1997: 143) as: to obtain information, to understand ideas or theories, to discover 
authors' viewpoints and to seek evidence for students' own points of view. These 
purposes are different from one situation to another; in our situation, we listed about 
eleven reasons for reading and we asked students to decide which of these are important 
for their study and we then asked them to assess their level in them (6.4: 1: 1). 
In fact, reading for specific purposes requires students to employ different 
strategies, macro- and micro-skills micro-skills and techniques such as: prediction, 
skimming, scanning, distinguishing between facts and opinions on the one hand and 
important and less important information on the other (Jordan 1997: 144). These 
techniques were evaluated by the diagnostic test in order to assess the level of the 
students, so that we can improve any shortcomings in these techniques (see 8.2: 1). 
Second: Academic Writing 
Several questions can be asked at the starting point: what type of writing is needed?, 
What is this for?, and What is the importance of this type of writing for the learners' 
study and the future. Students of LAP have already overcome the foundation stage of 
studying language, they are in need of learning a type of writing that is appropriate to 
their study. Thus, the focus is on, "academic discourse genres and the range and nature of 
academic writing tasks, aimed at helping to socialise the student into the academic context" (Silva 
1990: 17). 
Undoubtedly, reading and writing are constitutional skills. Frequent reading 
improves the ability of the learner to write effectively. Therefore, improving students' 
level in academic writing can be obtained by frequent reading in their field of study. 
One problem which might obstruct this way of improving the academic writing in our 
situation is that the intensive reading is in Classical Arabic whereas academic writing in 
the academic context in Saudi Arabia and the rest of the Arab World follows Modern 
Standard Arabic. Jordan (1997: 164-178) discussed academic writing and introduced 
several approaches, the interesting thing is that he suggested a list of student errors in 
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academic writing (ibid.: 177-178). These errors were adopted and integrated with our 
experience in the field of TAFL and da`wa to propose a criterion for assessing the level 
of our students in academic writing (see 8.2: 2: 3). Two essays produced by students of 
da'wa were evaluated on the basis of this criterion and the area of deficiency was taken 
into account in our TAAP course. 
Third: Listening 
This skill includes listening to lecturers, listening and interacting in tutorial activities 
and seminars as well as note-taking during the lecture. The importance of listening is 
judged according to the level of students in the target language and the purpose of 
listening. We in fact presumed some utilities for listening and presented them in the 
students' questionnaire, asking students to identify which of them are important to the 
study of da'wa and how they see their level in them (6.4: 1: ). Our method is to take any 
deficiency in this skill into account when designing our TAAP course. 
Fourth: Speaking 
This skill is needed for participating in tutorial and seminar sessions, asking questions, 
oral presentations and communicating with students and members of the academic 
institution. Our concentration is on the ability of da`wa students to express themselves 
and interact in communications related to the da`wa. We have presumed the purpose of 
speaking in this context and included it in the questionnaire to see the importance of 
these needs to the students' study and the level of students in these skills (6.4: 1: 1). We 
also assessed the ability of students in speaking by asking a sample of the First Year 
Students of the Faculty of Da°wa to participate in oral presentations to evaluate their 
proficiency level in academic speaking (8.2: 3). 
Fifth: Vocabulary 
Vocabulary, essentially, is a component of any study skills language course. Nobody 
can read without a sufficient vocabulary and nobody can write or speak without an 
appropriate vocabulary. Concentrating on vocabulary does not mean substituting the 
course for a content-based course. Instead, we assessed the needs for the vocabulary of 
da`wa by setting up two reasons for vocabulary in the questionnaire and assessing it 
during the writing and speaking test to see if students used proper vocabulary or not. 
How the vocabulary can be presented during the course is a matter of indirect teaching. 
In other words, the texts in reading sessions during the course will be extracted from the 
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field of da'wa with some exercises concentrating on vocabulary as is seen in the 
experimental unit (Appendix J). We are by this means improving students' vocabulary 
day by day during the TAAP course without obstructing our course intention of 
concentrating on study skills. 
5.3: 1: 5 Methodology 
It is obvious that methodology is a substantial stage in any course design. Despite 
recognition of the importance of the methodology, giving it a complete framework, 
establishing principles and explicit instructions to be followed by the designer and 
thereafter by the teacher in the classroom is a very complex task. It is, indeed, not easy 
to comprehend all the available methods in the literature of Foreign Language Teaching. 
Two important points should be mentioned in this context. Firstly, the methods 
which apply in the real classroom are not only something that can be thought of and 
later inserted in ready-to-fit materials and syllabuses (Hutchinson and Waters 
1994: 142). This means that neither leaving methodology to chance nor determining 
certain methods before the application is practical. One of the recommended best ways, 
from the point of view of the researcher, could be to provide teachers of the course with 
suggestions, instructions and recommendations of what methods are available to be 
taken into account. The teacher in this case has all the freedom to change or choose 
whatever method he/she finds appropriate for the teaching situation. Secondly, there are 
some principles which cannot be avoided when providing a theoretical framework for 
the methodology. 
Methodology in general has been discussed in several works, such as those of 
Littlewood (1983: 85-89), Robinson (1991: 46-53), Yalden (1991: 70-74), Hutchinson 
and Waters (1994: 124-143), Nunan (1994a: 76-97) and Jordan (1997: 109-124),. 
A relationship was drawn between methodology and several LSP course 
components in Robinson (1991: 46). She highlighted the relationship that exists between 
the methodology and the students' area of specialism together with where and how the 
language is exercised. Also, she drew a relationship between what and how language is 
acquired and the old and new skills of learning and absorbing information. Robinson 
emphasised in this context the importance of authenticity. 
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Jordan (1997: 109-125) discussed methodology connected to LAP in the light of 
methodological principles, principles of learning, principles of communicative 
methodology, communicative activities, authenticity, role-play and simulations, 
individualisation and autonomy, awareness-raising and learner training, team-teaching 
and the role of the teacher. He then emphasised some pedagogical principles. He gave 
for instance, authenticity, problem-solving, communicative activities and learning by 
doing. He also emphasised that various options do not mean that all of them can be 
always applied, but these options are worthy to choose from in different situations and 
methods (ibid.: 124). Below, methodological principles, principles of learning and 
authenticity are discussed. 
I. Methodological principles 
Phillips (1981: 93) stated that "any LSP task must reflect the structural characteristics of learner's 
special purpose", stressing the importance of integration of these tasks. Jordan (1997: 109) 
suggested that within the context of LAP what Phillips stated could be translated 
through an organised set of lectures or seminars. On the bases of the role of the students' 
purpose in determining the LSP and LAP tasks they must be as integrated as possible; 
Phillips (1981: 97-105) proposed four methodological principles: 1) the Principle of 
Reality Control, this principle is to do with the level of students' work and providing 
them with materials that constitute their area of specialism; 2) the Principle of 
Nontriviality, this principle means that LSP tasks are perceived clearly and 
meaningfully by the students' needs; 3) the Principle of Authenticity, deals with the 
language content which is based again on what the students' specific purposes of 
learning the language are. The authentic principle is also discussed in more detail later 
in this section; and, 4) the Principle of Tolerance of Error, which is that an assessment 
of errors of language competence in speech or writing is inevitable and handled with a 
certain amount of tolerance. 
These principles will be taken into account in Chapter Ten when designing the 
course and writing or selecting the materials. 
II. Learning principles 
Hutchinson and Waters sustained the learning-centred methodology through some basic 
principles called learning principles which are an extension to their model of learning. 
L--- 
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In essence, Hutchinson and Waters (1994: 49-5 1) sum up language learning as a 
process which is dynamic and not necessarily systematic; it is a process of decision- 
making taking into account several internal and external factors. But above all, learning 
is not only linguistic knowledge, as many linguists claim it to be. It is an entire process 
which involves the emotions of the learner. 
To put the principle into practice, the authors give several techniques which can 
be applied in most teaching situations (ibid.: 139-142): 1) "Gaps", to include different 
gaps known in the field of teaching languages such as gaps of information, media, 
reasoning, memory, jigsaw, option and certainty; 2) "Variety" which means diversity of 
materials that can be used, such as text, tapes, pictures, speech etc.; "classroom 
organisation" to include whole class, pairs, individual group etc.; student's roles in the 
teaching process as they might be presenters, evaluators, receivers, thinkers, negotiators 
etc.; "exercise", to include activity, task etc.; skills including reading, listening, writing, 
speaking, graphic skills, and finally, topic and variety of focus such as accuracy, 
fluency, discourse, structure, pronunciation etc. (ibid. ); 3) A number of techniques 
should also be considered in the teaching process, such as predictability, the enjoyment 
of the teaching, the integration of the methods used, the cohesion, the pre-lessons 
preparation, involving students in the lesson, creativity and the good atmosphere in the 
class (ibid. ). 
III. Authenticity 
This term is vague according to Widdowson (1983: 30-31). It can mean real textual data 
or a true specimen of speech activity by the speaker of the same language (Nunan 
1994a: 99). That could mean that authentic materials are existing in a daily life situation 
outside classroom activities. The sources of these materials are varied and the designer 
has all the freedom to choose his/her materials in a written form, audio-visual form, 
pictures, maps and so on from resources that were not originally designed for the 
purposes of language teaching. The interpretation of Robinson (1991: 54) of this 
definition is that materials are available in many forms and basically produced not for 
the aims of language teaching, and also that materials are aimed at the students' area of 
specialism in the real life situation. This, indeed, is principally appropriate to the 
Language for Specific Purposes context. 
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McDonough for instance refers to some terminology that illustrates authenticity, 
such as, genuine, authentic, real, natural, scripted, contrived, semi-authentic, semi- 
scripted, stimulated and stimulated-authentic. Jordan (1997: 113-114) highlighted in this 
context, the need to establish the accurate meaning of "authentic text" and the use of 
such texts in the classroom of LSP/LAP In the first point he followed Nunan and 
Robinson in their definition above. On the whole he thinks that this definition implies 
some problems and raises questions such as: when texts are taken from their primary 
context, are they suitable for the language learning situation? Are the topics and aims 
relevant to the students? Why does one need to use authentic texts? What benefits do 
students get from these texts? His own view on this matter is that adapted texts would 
help; there is nothing substantially wrong with texts that are not authentic in the first 
stage of the course, but as soon as the learners are able to cope with texts devised from 
their specialism, they must be given the chance to practise (ibid. ). In fact, authentic texts 
allow students to feel that they can achieve their goals quickly, enlarge their knowledge 
and experience and, of course, their skills in the field of specialism. This idea is 
supported by Wong et al. (1995: 322) who are of the opinion that authentic materials are 
a "bridge between the classroom and the outside world". 
The significant question now is how the authentic materials can be selected? 
They can be selected within the needs analysis process or the selection can succeed the 
stage of needs analysis (Robinson 1991: 54-55). In reality, there is no specific way or 
ways for the selection, instead, each case can be treated individually according to the 
nature of the LAP course, the availability or the constraints imposed on the designer. 
Thus, different methods for authentic materials are proposed by Mackay (1981 a: 138), 
Wilkins (1976: 78-80) and Widdowson (1979: 163-172) to help designers with different 
aims and various situations in selecting their texts. 
In our situation (see Chapter Ten), the whole language content will be devised 
from the field of da'wa which is the students' area of specialism. Moreover, workshops 
will be designed to help the learners to go into the real situations. 
In conclusion, authentic materials are inevitably essential in any LAP course. 
The problem is when to start using the selected texts and materials. It is believed that 
one can benefit from certain methods but others have to be a combination of different 
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methods, whereas in certain cases the designer has to create his/her own material 
depending on the course circumstances. 
5.3: 1: 6 Evaluation 
Evaluation in LSP or LAP programmes is the last stage of the course. It is the last stage 
because it is usually performed at the end of the session, unit or course and it could be a 
first stage because we start from its findings to amend any shortcoming in the course. 
The outcomes of the evaluation are undoubtedly a vital input in the course designing 
process. 
Despite the importance of evaluation in any educational programme it is found 
that not much attention has been given to this theme in the field of Foreign Language 
Teaching. An effort has been made in the field of LSP and LAP. For instance, Bachman 
(1981: 106-116), Mackay (1981b: 107-122), Bachman (1990: 242-258); Robinson 
(1991: 65-73), Hutchinson and Waters (1994: 144-156); Graves (1996: 30-32 & 
illustrated appendices); and Jordan (1997: 85-93) have all discussed evaluation in both 
LSP and LAP education and provided a practical framework to guide teachers and 
designers to form their own evaluation criteria. 
Evaluation in the LSP and LAP context can be based on two questions: How can 
one assess what students have learnt?, and How can the effectiveness of the course be 
assessed? That implies two subjects of evaluation, students and courses. 
Several types of evaluation can be identified as: i) formative evaluation, in 
which the evaluation is conducted during the running of the course or project, the results 
of which can help to modify what is being done (Robinson 1991: 65); ii) summative 
evaluation, which means that the evaluation takes place after the course has completely 
finished and there is no way to make any adjustment in the course (ibid.: 66); iii) process 
evaluation which deals with evaluating certain processes such as strategies for teaching 
and learning, administration and decision-making (ibid. ); and vi) product evaluation 
where the goals or the product of the programme are assessed to know whether they are 
achieved or not (Brown 1990: 23 1). A connection can be drawn between formative and 
process evaluation on the one hand and summative and product evaluation on the other. 
Brown (1990: 229) in fact does not see any conflict between these types, instead he 
considered them "complementary rather than mutually exclusive". 
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By referring to the data available in the above works one can find many 
alternatives which can be suitable with some modification to the course. As a guide, it is 
helpful to think about four important questions which have been raised by Robinson 
(1991: 66) which should be taken into account at the very beginning of the evaluation 
process. These questions are: "Why carry out an evaluation? What is subject of the evaluation? 
Who carries out the evaluation? What next: what will happen to the results? " In addition, two useful 
LAP student and course evaluation forms have been produced by Blyth (1996: 105,114) 
and they are highly recommended. 
Regarding the LAP context, Jordan's perspective of the evaluation of LAP 
programmes is worth noting. Jordan concentrates on tests as an intrinsic component in 
the evaluation process. According to him, receptive skills can be tested by objective 
tests such as multiple-choice items. Productive skills need subjective tests such as 
essays, reports, open comprehension questions and talks to be evaluated (Jordan 
1997: 85-86). A number of these tests were mentioned by Jordan (ibid.: 86-88): i) 
"Placement test", this test takes place to assess the overall and present level of the 
students before starting an LAP course in order to put them in the appropriate group or 
class; ii) "Progress/diagnostic test", in which the test is used during the course every 
two, three or four weeks or according to the circumstances of the course. The aim is to 
monitor progress and find out what difficulties the course could be encountering 
(ibid.: 87); and iii) "Achievement/ attainment test", which is usually given at the end of 
the course to ascertain whether the students have acquired what they have been taught 
(ibid. ). These types of tests in the programme of Language for Academic Purposes 
emphasise the needs of the target language and an opportunity to apply simulated skills. 
Teachers and designers need to remember three basic principles in testing, i. e. 
reliability, validity and practicality. Moreover, the frequency of certain tests such as 
progress tests should be looked at carefully, otherwise they will fail to achieve what 
they have been designed for and may dissolve enjoyment that can be experienced in 
learning (ibid. ). 
5.4 Conclusion 
Several frameworks for designing a course in Language for Specific Purposes have been 
reviewed in this chapter. Jordan's framework was the most recent one and the closer one 
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to a course design in Teaching Arabic for Academic Purposes. A framework has been 
proposed after Jordan's works and Hutchinson and Waters's skills-centred approach. In 
re-forming Jordan's framework to suit TAAP, two things were taken into account: first 
the nature of the Saudi Educational Policy, and second the level of teachers of TAFL in 
the country whose qualifications and experience are less than their peers in the field of 
teaching English as a Foreign Language. 
All stages of the suggested framework have been explained from different views 
providing a background for future designers who will find it operable. The next stage is 
to apply this framework to our course design in Teaching Arabic for Academic 
Purposes- for dacwa students. The needs will be assessed and interpreted in Chapters 





In this chapter we will discuss the procedures for needs assessment from two angles: 
firstly, dealing with the theoretical part of needs assessing and interpreting in language 
for academic purposes; secondly, applying the theoretical discussion to our situation of 
establishing and interpreting needs, demands and constraints involved in the 
development process of a course for academic purposes for da`wa. 
Attempts have been made by scholars such as Mackay and Mountford (1978), 
Mackay and Palmer (1981), Hutchinson and Waters (1994) and Munby (1994) to 
provide different frameworks for needs analysis which are useful sources for anyone 
conducting a needs assessment. Many suggestions and guidelines can be adopted and 
modified to match our project here. 
The question is how needs can be identified. The systematic approach presented 
by Richterich and Chancerel (1987) which concentrates on identifying the needs of 
adults learning a foreign language should not be ignored. Many unpublished theses such 
as Qotbah (1990), Remache (1993) and Kelliny (1994) relate their experiences in this 
context. It is essential before setting off examining the needs to determine precisely the 
terminal goals of the project and the specific objectives of the assessment process, to 
look into the financial resources and time constraints as well as the limitations decided 
by the researcher or the nature of the field study. Choosing the instrument of the study 
depends on the goals, financial resources and constraints. In fact, the instrument has to 
be precisely determined before starting to collect data about the needs of the learners 
and the demands of the other parties involved in the course development. 
Many methods of data collection can be used, but we are applying three main 
methods in this current study: questionnaire, interview and diagnostic test. 
6.2 Pre-Needs assessment procedures 
There are certain procedures to be followed in any needs assessment process. These 
procedures differ from one situation to another according to the nature of the 
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phenomenon. In the current research, four main steps will be described and followed 
during the needs assessment process. We will determine the data needed to be collected 
from the field study, specify ways of drawing the samples, choose instruments of data 
collection, and explain procedures of analysing and interpreting the results. These 
procedures will, firstly, be theoretically explained in order to establish the theoretical 
framework; secondly, the framework will be applied to the main field study process. 
6.2: 1 Determining the type of data needed 
In the process of assessing the needs for teaching Language for Specific Purposes much 
information is needed to cover the needs of the learner, target situation, target language, 
teaching establishment and the teachers. Therefore, when starting to identify the 
learners' needs and the other demands, we have to decide what exactly we are looking 
for. Of course, each situation is different in its nature and in its demands. Thus, the type 
of information will vary according to the situation. We have already discussed and 
elected frameworks for the learners and the target situation needs in Chapter Five. In the 
light of our situation, however, we need to be more precise before carrying out the 
needs assessment. We can say that the information needed here is related to the target 
situation, learners, teachers of TAFL, teachers of the target discipline, and in relation to 
the administration staff of Saudi TAFL institutes and Faculties of Da°wa in particular 
those of IMU and IU. 
To be more accurate, determining the information needed requires us to have 
certain hypotheses already in mind. These hypotheses should be translated into some 
specific objectives which are usually addressed to the intended candidates in terms of 
questions and statements included in the data collection instrument. These questions and 
statements are extracted from the target/learning situation itself, from the learners' needs 
and from the other parties' demands. In our case, previous studies and similar data 
collection processes can help in this stage, as well as consulting the experts in the field 
of TAFL and LSP. Moreover, the experience of the researcher is also a helpful factor in 
this context. In the light of our present study, the information collected should give 
accurate answers to questions already raised in Chapter Five (5.2). 
6.2: 2 Drawing the samples 
The chosen samples should cover all the target population. If the population is a large 
one a representative sample should be employed. In principle, there are some conditions 
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that should be met to ensure that the population is represented in the selected samples. 
Having representative samples gives greater possibility for generalising (Oppenheim 
1993: 39-42). These conditions provide the homogeneity between the features and the 
characteristics of the selected sample and the population, as well as the correlation of 
the probabilities for every member of the population to be represented in the selected 
sample. The best method of ensuring this is by means of a thoroughly random sampling 
method. 
Two sample survey techniques can be identified to ensure that each member of 
the population is represented: one, according to Richterich and Chancerel (1987: 57-58) 
is based on probabilities and is followed wherever the sampling is comprehensively 
determined. The ways used here are random selection, systematic selection and multi- 
stage random sampling. The other is not based on probabilities and can be followed 
when there is no basis for sampling. If the whole population is not going to be studied, 
the sample of the main field study should be drawn on one of the above techniques. 
6.2: 3 Instruments of needs assessment 
Initially, we have to state that collecting data on the attitudes, behaviour, motivations 
and needs of those involved is not an easy task. It is impossible to find a watertight 
method which can be used to identify this information. 
There are many instruments of data collection, such as questionnaires, 
interviews, observations, tests and so on. However, the accuracy and effectiveness of 
these are limited and the ability to collect data about the candidates is not consistent. 
This inconsistency, nevertheless, does allow for the researchers to gather as much valid 
information as possible for the exercise in hand. Undoubtedly, the benefit of these forms 
of data collection is partially based on the accuracy of their design, awareness of their 
advantages and disadvantages, and the accuracy of implementation. Consequently, and 
in consideration of the objectives of this field study, the appropriate instruments are 
questionnaires, interviews and language diagnostic tests. 
6.2: 3: 1 Questionnaire 
The questionnaire is a written instrument for the gathering of information about a 
number of candidates; in other words, the questionnaire helps the researcher to translate 
his hypotheses about the candidate into questions to be answered by the candidates 
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anonymously. It is a very effective instrument when the investigated phenomenon is 
difficult to observe, such as attitudes, motivation and self-concepts (Seliger and 
Shohamy 1990: 172). 
There are, in fact, advantages and disadvantages when using the questionnaire. 
The advantages are many: less expensive, easily administered and can be distributed to 
a large group of candidates at the same time which gives the information collected a 
degree of equality and neutrality. Furthermore, because the questionnaire is usually 
anonymous the candidate feels free to express his/her attitudes, motivations, opinions 
and needs. On the other hand the questionnaire has a number of disadvantages, such as 
the number returned is not, usually, as expected. In principle, the candidate should be 
able to read the questions and then provide a particular answer. If the questionnaire is 
distributed by the researcher and being answered in his/her presence any problems that 
arise can be avoided, particularly, as it was in our case, the language of the 
questionnaire was not the native language of the candidates. Other solutions are 
available, such as assessing and testing it by a number of candidates before the final 
administration. 
The questionnaire as a tool of needs assessment can do two jobs according to 
Richterich and Chancerel (1987: 59): firstly, the questionnaire should provide the 
candidates with sufficient scope to give their best answers from the available 
information and secondly, if the questions and statements are personalised, then, the 
information given would be more accurate. 
One more thing should be taken into account, namely, the design of the 
questionnaire should foster its effectiveness. Designing the questionnaire is not an easy 
task, and should not be considered as such task because the data collected is only as 
good as the questionnaire allows for. Many scholars, such as Oppenheim (1993), 
Richterich and Chancerel (1987) and Seliger and Shohamy (1990: 172-176), have 
outlined the steps required for designing the questionnaire. They are not compulsory but 
should be taken as helpful guidelines: it is important. for example, to determine the 
domains which are required to be included in the questionnaire and then the information 
needed by each domain to be investigated. This may demand that the questions, or the 
hypotheses of the field study, be translated into measurable objectives. Later, these 
objectives need to be translated into questions or statements answered by the candidates. 
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Selecting the appropriate way to write the questions of the questionnaire is essential if 
you want to get good and sensible responses. Also, one should select appropriate 
procedures to maximise the number of the answered questionnaires returned. Testing 
the questionnaire is extremely useful. This test should include the extent of suitability of 
the written language in relation to the subjects' language ability, its reliability and 
validity, its format, the way of analysing the information gathered, and the way of 
distributing the questionnaire. The steps differ from questionnaire to questionnaire; 
however, minimum steps should be kept in mind when designing any questionnaire. 
In conclusion, four types of questionnaire can be identified: i) questionnaires 
that have closed questions, ii) questionnaires that have open questions, iii) 
questionnaires that have a mixture of closed and open forms of questions and iv) graded 
questionnaires, where the divided members of a population are categorised into graded 
groups (Richterich and Chancerel 1987: 59). 
6.2: 3: 2 Interview 
The interview is a tool for the collection of data by interviewing the candidates either 
face-to-face or by telephone. Interviews are usually used when there is a small number 
of candidates, or when the information required is difficult to obtain by other means. In 
the field of foreign language learning, interviews are used to gather information about a 
variety of variables, such as attitudes, motivations, opinions and/or needs. The 
information collected by this instrument can be described as very detailed. 
Six types of interviews can be considered, according to Richterich and 
Chancerel (1987: 78-79): i) non-directive interview, in which the interviewer suggests 
the topic and allows the interviewee to say whatever he/she wants about the topic; ii) 
exploratory interview, in which the interviewee is allowed to speak, but when he/she 
arrives at a significant point from the interviewer's point of view, the interviewer then 
starts asking detailed questions relating to that important point; iii) retrospective 
interview, in which the interviewee is asked to speak about events related to his/her 
past; iv) associated interview, in which the candidate is asked to express in detail 
everything he/she knows about a specific point; v) disturbed interview, which consists 
of anything that comes into the candidate's mind. The interviewer then would have to 
edit the conversation; vi) centred interview, which contains certain questions that have 
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to be answered by the interviewee. This type is easy to conduct, and the data are easily 
analysed, but are not in depth. 
Moreover, interviews can be in either open or closed style, as in the 
questionnaire forms. The open interviews give the interviewee a wide range of freedom 
so that he/she can participate in an informal talk. This kind of interview provides very 
detailed information, with each question leading to another; it is a good idea to have 
such information about the target topic, especially in qualitative and descriptive 
research. This kind of information, however, is difficult to analyse and if the interviewer 
is not well trained to monitor the conversation, then the possibility of getting lost is very 
real. It is appropriate to mention a type of interview which takes place and can be 
considered to be between the open and the closed ones; this is the semi-open interview, 
in which there are certain main questions defined in advance but there is also a 
possibility of freedom within the area of the main topic. Closed interviews on the other 
hand are structured with specific questions and no freedom is given to the interviewer or 
the interviewee to deviate from this (Seliger and Shohamy 1990: 167). The interaction 
between the interviewer and the interviewee while collecting data is one of the features 
of the interview. In other words, this way of data collection allows the interaction to 
raise further points which may have not been covered. Therefore, it is possible for the 
researcher to discover different points, opinions and/or ideas that were not foreseen 
whilst formulating the questions. Another advantage to this method is that when points 
or questions are not clear or are ambiguous in the questionnaire, they can be explained 
and clarified when conducting the interview. 
Generally speaking, interview as a data collection instrument has its 
disadvantages. Of course, it is not a perfect tool, since the interviewer can direct the 
interview in any desired fashion, running the risk of becoming biased and losing the 
validity of the enquiry. Furthermore, interviews take time to conduct, and, 
consequently, the number of interviewees can be quite limited. Finally, the interviewer 
should be able to administer the interview, and not everybody is capable of that. It really 
needs specific skills to maximise good results. The type of interviews conducted by the 
researcher will be discussed in 6.5: 4: 2. 
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6.2: 3: 3 Language tests 
Language tests are another tool for data collection. This tool can be considered as an 
objective measurement tool, especially when the language proficiency of the learners is 
required to be measured. 
Richterich and Chancerel (1987: 88) quoted and translated a definition of the 
language test from Galisson and Coste (1976: 560); they stated that it is a" means of 
measuring connected with the carrying out of a test or series of tests and based on the performance of an 
exactly defined task whose numerical notion conforms to precise criteria and a rigorous statistical 
exploitation". This definition gives us a broad meaning of tests, which can be seen from 
another perspective as a representation of behaviour within a specific atmosphere. 
The language tests can be divided into two main types which can also be divided 
into many branches to create a continuum, starting from tests of a high level of 
explicitness moving toward those of a low level of explicitness (Seliger and Shohamy 
1990: 177-178). The two main divisions are: first, tests of "high explicitness" which 
produce separate and dissimilar kinds of language; second, tests of "low explicitness", 
which produce holistic, detailed and compacting types of language. In the light of these 
two divisions, five types of language tests can be identified as follows: aptitude test, 
with a scale used to predict and distinguish between those students who have sufficient 
aptitude to learn the foreign language or not; placement test, which is designed to order 
and classify the learners into homogeneous groups; achievement test, which is 
formulated to assess what has been achieved within a given course or subject matter; 
diagnostic test, which is usually designed to assist teachers and learners to discover 
areas of weakness and strength of their abilities in the target language; and, proficiency 
test, which is usually designed to discover the extent the learner is able to participate in 
future tasks. It concentrates on what the learner has already achieved in the light of the 
future demands. 
Seliger and Shohamy (ibid. ) give detailed explanations regarding several types 
of tests in language teaching. These can be revealed as follows: in a judgement type the 
test-taker is provided with mixed correct and incorrect language units and has to decide 
which are acceptable for these units and which are not. It is broadly used to test the 
metalinguistic ability. For a multiple-choice model the test-taker is advised to choose 
the correct answer from a number of choices. This is mainly useful for testing three out 
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of the four traditional macro-skills, (not speaking). This type of test can examine 
grammar and vocabulary as well. A practical, perhaps, less intelligent form of testing is 
true/false, which is useful for text or oral material. It can be used for testing traditional 
macro-skills, vocabulary, grammar and metalinguistics. The elicited imitation model is 
when the test-taker is provided with oral or reading material and has to repeat what is 
heard or read aloud mainly to test his/her pronunciation and comprehension levels. A 
common type is the cloze testing, where the test-taker has to fill in the missing letters or 
words. It is used to test reading, writing and overall language proficiency. The 
compilation test is where the test taker is asked to complete a given text, paragraph or 
sentence with a suitable compilation. This is useful for testing reading strategies, 
writing, vocabulary and grammar. Finally, the recall type, in which the test-taker, after 
having read or listened to a stimulus, is asked to write down or to report orally what 
he/she can remember from the text. This test is used to test reading and listening skills. 
In all these types, to produce a trustworthy test one should take into account the 
reliability, validity, practicality, discrimination and objectivity of the test. The type of 
language test conducted in our main field study is explained in 6.5: 4: 3, which was 
carefully chosen to fit the general set-up of TAFL in Saudi Arabia. 
6.2: 4 Analysing and interpreting the results 
Collecting data is a crucial stage in the needs assessment process. Analysing the data is 
another important stage. These two stages are, undoubtedly, integrated. Thus, if data is 
being collected without an obvious way of how to analyse it, that will mean 
disregarding the data and wasting the whole time that has been spent on its collection. 
In effect, two types of data analysis can be pointed out, the quantitative and 
qualitative. The bases and procedures of the quantitative analysis are similar, even if 
topics of the research are different; for qualitative analysis they vary according to the 
topic of the research. The analysis should not be considered only as a mechanical 
process of selection and applying statistical procedures; it includes rules, reasons for 
assuming one thing and not another and procedures for interpretation of the data. The 
main idea of the analysis is to give meaning to gathered data, and to do so in the context 
of some theories, applicable perspectives and prorr. inent positions that may be in 
conflict with each other (Stufflebeam el al. 1985: 111): 
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Generally, the preliminary analysis is the first stage of needs analysis, but of 
course it is not the whole process (ibid.: 113-116). One step is examining the questions 
to be answered making sure they are clear, then search the gathered data, call together 
the essential data and assess the obtainable data. Practically, we need to distinguish 
between the types of information collected to process each type as required, then we 
need to organise and classify this information. We also need to describe this information 
and to start analysing it statistically. The last stage needed is to interpret the results. It 
seems to be a long and complicated procedure, but we cannot benefit from the collected 
data without an accurate analysis and interpretation. We will look at procedures for 
analysing and interpreting the data of our research in section 6.6. 
6.3 Analysing the target/learning situation 
Many factors are involved in this analysis, but two main elements have to be 
emphasised: first, subject analysis where the academic area of study has to be analysed 
to understand what kind of language, skills and strategies are needed for this discipline; 
the second element is language analysis where the language of the subject needs to be 
analysed to provide the students on their LAP course with the language they actually 
require. Earlier, in Chapter Five (5.3: 1: 1) we introduced the framework for the analysis 
of the target situation and considered different views on how the situation can be 
interpreted. 
6.3: 1 Subject analysis 
Students attend LAP courses in order to equip themselves with the necessary tools to 
study a certain academic discipline. In this case, the course designer has to provide 
students with what they come to the course for. They need to improve their language in 
the field of study as well as mastering the required skills and strategies. The required 
content, skills and strategies can be identified through analysing the academic area 
itself. To form a framework for the academic subjects analysis one needs to ask certain 
questions in this context such as: Why is the language needed? How will it be used? 
Who will the language be used with? Where is the language going to be used? What 
kind of skills are most used? What kind of grammar is likely to be needed? All these 
questions form the framework of the analysis. In short, the academic subject should be 
well defined, described and analysed. 
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6.3: 2 Language analysis 
Analysing the subject leads to the language required. The second stage then is to 
analyse that language specifying items that should be employed in the syllabus. 
Undoubtedly, language analysis (otherwise called language audit) provide 
teachers and designers with essential information about the specific language, the skills 
needed for a certain profession and the level of language required (e. i. dialect, Modern 
Standard Arabic or Classical Arabic), tasks and activities language would be used for 
and the level of language performance is required for these tasks and. Our task is to 
present this information about the language to the learners in terms of facilitating 
effectively their language learning process by providing them with the type of language 
they actually need. It is important to emphasise that language audit will not alone lead 
to operational achievements in language teaching; however, it provides the cornerstone 
in the whole process and is complemented by other crucial constituents such as skills 
and strategies required in certain situation. Analysing a language in detail is not the 
main purpose of the LSP course designer. In this section language description is seen, 
according to Hutchinson and Waters (1994: 23), as the way in which the language 
system is divided and described for the purposes of learning. 
The question is, do we need a special language to be taught on LSP 
programmes? We need to define what is meant by special language before answering 
the question. Special language means, according to Mackay and Mountford (1978: 4), "a 
restricted repertoire of words and expressions selected from the whole language"; it covers, in other 
words, vocabulary and phraseology specific for a target task or vocation. The restricted 
repertoire is a special language; but there are reasons for believing that "restricted 
repertoire" and "special language" are different. if the learner has a restricted language, 
then he/she would not be able to handle new situations effectively or anything in the 
context of a vocational environment (ibid.: 15). A restricted repertoire is also not enough 
to meet the learners' needs, though some contexts are entirely perfect situations. The 
authors consider the language of banking, veterinary medicine or architecture as 
misleading examples of special languages. These situations are only presented as special 
vocabulary units belonging to particular fields. Thus, the confusion can only be 
eliminated if the word "special" refers to the "purpose" of the learner not to the 
language itself. 
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Finally, the above discussion opens questions about the linguistic context of 
LSP; what type of language is needed?; what is the purpose of the learner?; and, how 
accurately are the needs specified? We are concerned here with the first question 
regarding the language. The learner mainly wishes to study a specific vocabulary, forms 
and functions. We need to be aware how these elements interact to produce well-linked 
texts (Kennedy and Bolitho 1991: 18). In order to meet the learners' demands, we need 
to recognise that each field has its special vocabulary and its items may be used 
differently depending on the context. The problem facing learners is a set of "semi- 
technical words" which usually have their meaning changed when used in a specific 
context. Kennedy and Bolitho (1991: 19) consider speech acts as defining, classifying, 
drawing, and hypothesising. They state that the learner has to come to grips with 
recognising these functions and find out how certain functions operate and how different 
functions interact within language units. 
6.4 Assessing the needs of students of the Dacwa Faculties 
The results of the initial field survey conducted on non-Arab students in Chapter Three 
showed a general consensus toward the studying of dacwa. Following this survey we 
will now look at, as part of our main field study, the needs of the learners of dacwa, 
subject teachers, TAFL teachers, institutions and the target situation. Needs in this 
context were assessed by different instruments such as, questionnaire, interview and 
diagnostic test. 
6.4: 1 Students' needs 
As the students constitute the core of our project their needs were assessed in two ways: 
a) from their own perspective which we called subjective needs, and b) a diagnostic test 
which identified the objective needs. 
6.4: 1: 1 Subjective needs 
The questionnaire was designed to identify these needs: students identified their needs 
in three types: general, specific and methodological needs. 
1. General needs 
By general needs we mean those current utilities needed by students in a broad sense; 
for example if Arabic is needed for daily life or du''1ra study (Question no. 12). future 
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needs regarding the use of Arabic after graduation (Question no. 13), the important 
macro-skills to achieve such needs (Question no. 14) and finally, their weaknesses in 
macro-skills in general (Question nos. 15 and 16). 
2. Specific needs 
We mean here those micro-skills (i. e. abilities) and techniques that are related to the 
students of dacwa: twenty six items were listed in this section of the questionnaire 
covering reading (11 items), writing (5 items), listening (5 items) speaking (3 items) and 
vocabulary (2 items): 
Needs related to reading: 
17 Reading fluently texts set by the lecturer 
18 Extracting evidence found in Islamic literature 
19 Reading a text to extract specific information 
20 Intensive reading to extract most of the information from the text 
21 Reading to understand the writer's points of view on a controversial issue 
23 Reading to understand and discuss ideas given in the text 
24 Reading in depth to understand the message given by the text 
25 Re-reading to consolidate the ideas in mind 
26 Reading to qualify academically in the field of dacwa 
27 Reading to pass examination only 
42 Scanning reading to have a general idea about a certain topic 
Needs related to writing: 
28 Summarising main points from a written text 
29 Summarising lectures, discussions and debates 
31 Writing short reports relating to dacwa 
32 Writing answers to examination questions 
33 Using grammar correctly when writing in the area of specialism 
Needs related to listening: 
34 Understanding someone talking to other 
35 Extracting information from radio and television. 
36 Understanding lectures in one's area of specialism and writing down the main 
points 
37 Understanding and following a conversation in class 
38 Understanding the main topic(s) of a lecture 
Needs related to speaking: 
39 Ability to argue with one's teacher in the field of dactii'a 
40 Delivering a speech prepared by oneself in the field of dacwa 
41 Expressing and defending one's point of view in your area of specialism 
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Needs related to vocabulary: 
22 Understanding terminology used in the field of dacwa 
30 Correct usage of dacwa terminology when writing 
Each type of the above needs was assessed in terms of its necessity by grading 
it: very important, important, fairly important or not important. In terms of students' 
competence it was, very satisfactory, satisfactory or not satisfactory. In assessing the 
weaknesses of the students in the micro-skills (i. e. abilities) we made note of 
discrepancies between the necessity of the micro-skills and the competence of the 
students in such skills. In other words, if one micro-skill was understood by the students 
to be important and their competence in such a skill was not satisfactory then this was 
considered a lack in the level of the student's ability. 
3. Methodological needs 
Methodological needs are related to the way of learning which differs from one student 
to another, such as whether it is on a one-to-one basis or a small or large group 
(Question no. 43); the type of learning, such as listening and note taking, listening, 
reproducing what is read, repeating what is listened to, obtaining information by 
oneself, memorising, writing what is heard, writing new words and expressions, more 
reading and copying from the board (Question nos. 44 and 45); error correction 
(Question no. 46); the role of teaching aids (Question nos. 47 and 48); and the time and 
place for a course in Teaching Arabic for Academic Purposes (Questions nos. 49 and 
50). 
6.4: 1: 2 Objective needs 
We considered what was assessed in the diagnostic test to be the objective needs. This 
test reflected the actual level of the students in both the macro and micro-skills; we 
diagnosed their competence in reading, writing and speaking covering certain strategies 
in the academic reading such as overviewing texts, skimming and scanning; we 
identified types of errors made in the academic writing; and assessed how fluent the 
students were in Arabic. The results of these tests should be integrated with the results 
of the questionnaire to constitute the final list of the students' specific needs. 
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6.4: 2 Teachers' demands 
Teachers in this context are those who teach subjects of dacwa at the Faculties of 
Dacwa. Their attitudes towards TAAP and the foreign students were assessed. The 
significant role of the teachers in this assessment was to recommend the skills that they 
believed were important for the non-Arab students to master in order to study 
effectively in the Dacwa Faculties. In this context, teachers were given the same 26 
items of the students' specific needs in terms of skills and strategies. The results of the 
teachers' interview regarding these items are integrated with the subjective and 
objective needs of the students. 
6.4: 3 Organisation demands 
The administrative staff of Dacwa Faculties and TAFL institutes in both IU and IMU 
were interviewed in order to know their demands. We aimed to explain to them what 
our course was about and to know whether they would support such a course or not. 
6.4: 4 Target/learning situation needs 
For a better understanding of dacwa in terms of the language and skills required we 
needed to analyse the learning situation through the subjects being taught and the 
language being used; that is to say that the learning situation needs can be determined 
by analysing the subjects of the area of study in order to understand in which level and 
context Arabic is being used. 
In fact, dacwa as a professional study, is taught in three Saudi universities, the 
Islamic University, the Imam Mohammed Ibn Saud University and the Umm Al-Qura 
University. Not much difference appears within the structure of these three universities' 
curricula. We examined the Islamic University programme mainly because it is the 
oldest in the country and most of the non-Arab students study there. 
The Department of Dacwa is part of the Faculty of Dacwa and Fundamentals of 
Religion in the Islamic University, the latter being established in 1386/1966. Our review 
included the overall goals, the period of study, the entry qualifications, the number of 
students enrolled, the future of the graduates and the curriculum. 
The overall aim of this faculty is to give the necessary academic and religious 
training to students of daawa. Students require a Secondary School Certificate or 
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equivalence; they, of course, should be qualified in Arabic, and not younger than 
seventeen years of age. The period of study is four full-time years. The curriculum of 
the faculty has been planned and developed to serve the general goals of the faculty and 
the university as well. Course modules for such a curriculum are listed in the following, 
Table 6.1: 
no. subjects years of study 
year 1 year 2 year 3 year 4 
1 Qur'an. I I 1 1 
2 Tafsir (exegesis) 3 3 3 3 
3 yadith 3 3 3 3 
4 Terminology of hadith 2 
5 Tawhid (theology) 4 4 4 3 
6 World Religions 1 
7 Islamic sects 2 
8 Sira (biography of the Prophet) 2 2 
9 Islamic history 2 2 
10 The world of Islam today 2 
11 Principles and methods of dacwa 2 2 
12 History of dacwa 2 
13 Schools of thought 2 
14 Islamic education 2 
15 Methods in teaching 1 2 
16 Curricula 1 
17 Instructional aids i 
18 Research approaches 1 
19 Fi h (Islamic jurisprudence) 2 2 2 
20 Farä'id (Laws of inheritances) 2 
21 Foundations of Islamic jurisprudence 2 2 
22 Grammar 3 2 2 2 
23 Morphology I 1 1 
24 Literature and rhetoric 2 
Total hours per week 25 25 25 25 
Table 6.1: Curricula of the Faculty of Dacwa 
The primary sources for the study of dacwa are: 
Qur'än, Ibn Ka ir's Tafsir, al-Tabari' s Jäm'u 1-bay, ýn, Ab--u Hayyan al-Andulisi's 
al-Bahru J Muhit, al-Bukhäri's AI J nn ' a! sahih, al Kutub al sitta, Ibn al-$alah's 
CUhinj al ba th, Ibn Taymiyya's al-Trnan, and Ibn Hishäm's a/ -ira al-nabawiyya. 
Students of dacwa require Arabic throughout and after completing their study. 
Emphasis is given to speaking and writing skills. Reading is the most vital skill and the 
key issue during the programme and beyond. One of the skills that students learn is the 
art of persuasion, though this is normally done in one's own native language. 
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In short, we can apply the learning situation framework (Chapter Five 5.3: 1) 
suggested by Hutchinson and Waters (1994: 59-60) to our situation as follows: 
1. The language is needed for study and work. 
2. The language will be used mainly by the medium of reading and understanding 
through a channel of personal contact with the Arabic written resources in an 
academic context. 
3. The context areas will be Islamic literature at the university level and beyond. 
4. The learner will use the language with the Arabic written resources about Islam 
and also with the surrounding environment. 
5. The language will be used individually, especially, in the libraries. 
6. The language will be used frequently, concurrently with the TASP course and 
subsequently after the course is over. 
6.5 The main field study 
An idea is given in the following sections regarding the main field study to explain why 
and how it was conducted. 
6.5: 1 Hypothesis to be investigated 
From the results of the field survey in Chapter Three and experience in the field of 
Teaching Arabic as a Foreign Language we understand that: i) there is a need for a 
course in Teaching Arabic for Academic Purposes (TAAP) in the area of dacwa, ii) a 
course focused on improving the students' skills, rather that giving students a specific 
content related to their study is needed, and iii) students are linguistically equipped to 
attend a TAAP course in advanced reading, writing and speaking. 
6.5: 2 Aims of the main field study 
The aims of the main field study are- generally - to do with determining the objective 
and subjective needs of non-Arab students at level one of the Faculties of Dacwa at the 
Islamic University and Imam Mohammad University, knowing to what extent dacwa 
teachers and TAFL teachers support developing a course in TAAP for the students of 
dacwa and; knowing the facilities and the equipment that can be provided for such a 
course. In practice, these overall aims can be easily specified and categorised into: the 
aims related to the first year students of daC wa (FSD), the subject teachers of daewa 
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(ST), the teachers of TAFL (AT) and the administrative staff (AS). For each category 
personal details are extracted. 
Taking the students first, we need to find out their attitudes towards Teaching 
Arabic as a Foreign Language and Teaching Arabic for Specific Purposes, determine 
the general learners' needs in terms of the current wants, future needs and deficiencies, 
the present situation needs and the methodological needs. Also we need to know the 
time and place preferred for the course to take place and diagnose the students' level in 
academic reading, writing and speaking. For both the teachers of da'wa and those in 
teaching of Arabic as a Foreign Language, we elicited information on their 
qualifications, attitudes towards teaching Arabic for Specific Purposes and experience 
in this discipline, if any. We needed to know from the teachers of dacwa the proficiency 
level in Arabic which students have to acquire and the basic language abilities that are 
required by the discipline of dacwa. With regard to the TAFL teachers, it was essential 
to find out the skills they recommended to be taught in a TAAP course and if they are 
well qualified to teach such a course. 
Finally, the administrative staff needed to tell us what their attitudes towards 
developing a TAAP course, to give us information about the size and type of the 
facilities and equipment that could be provided for such course; and of any constraints 
that could be imposed on the course. 
6.5: 3 Drawing the samples 
It is a very difficult and complex process to choose the samples of any field study. The 
procedures for doing so are many and the results are dependent on specific procedures 
being followed. At the beginning of this chapter, the methods of selecting the samples 
were discussed. Below, the appropriate ones are used to choose the representative 
sample for the main field study. 
6.5: 3: 1 The population 
In this field study, the population at the IU and IMU is divided into four groups: i) the 
first year students of Dacwa Faculties (FSD); ii) the subject teachers of Dacwa Faculties 
(ST); iii) the TAFL teachers (AT); and, iv) the administrative staff (AS) in the Faculties 
of Dacwa and the TAFL institutes. The total number of this population figures below: 
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population IU IMU total 
FSD 215 44 259 
ST 87 25 112 
AT 43 32 75 
AS 5 5 10 
Table 6.2: Population of the main field study 
The number of the population in the above table reflects the entire body of the 
population. The number of population who actually attend the day when the 
questionnaire and interviews were conducted was less, for example some students being 
native Arabic speakers did not qualify and other members of the students, teachers or 
staff were absent or did not meet the conditions (below) of the field study. 
I. Categorising the population 
The samples in this main field study were attributed to the type of instrument 
(questionnaire, interview or language test) used. Thus, our samples were as follows: 
1. Sample surveyed by the questionnaire 
One of the features of the questionnaire was that it could be addressed to a large number 
of candidates. Thus, the questionnaire was distributed to all the FSD. The valid returned 
questionnaires were 146 from the Islamic University and 27 from the Imam University. 
2. Sample surveyed by the ST interview 
It was difficult to interview a large number of candidates. There were several constraints 
that stood against the idea of investigating a large number of people such as time, 
analysis and finance. Hence our subject teachers (ST) sample was chosen under specific 
conditions in order to improve the quality of the interview as much as possible. It was 
decided, therefore, that the subject teacher should be at least an assistant professor and 
with his degree (Ph. D. or MA) in Dacwa. Also the subject teachers were required to be 
teachers of dacwa modules; this meant that teachers of other modules were not 
included. The total number of ST who met these conditions were 34 from the IU and 16 
from the IMU. 
3. Sample surveyed by the AT interview 
The total number of Arabic Teachers (AT) to be interviewed was quite large. Thus 
certain conditions had to be applied in order to select the sample. Each AT member 
interviewed had to have a degree in Applied Linguistics or Education or a degree in 
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Arabic with no less experience than five years in TAFL. As a result, 11 AT members 
from IU and 23 from IMU met the conditions. 
4. Sample surveyed by the AS interview 
At IU we interviewed the Dean of the Faculty of Dacwa (and Deputy), the Head of 
Da`wa department, the Dean (and Deputy) of the TAFL unit. At IMU we interviewed 
the Dean of the Faculty of Dacwa (and Deputy), the Head of Da°wa Department, the 
Dean of TAFL Institute and the Head of Arabic and Islamic Studies Department at the 
TAFL Institute. The aim was to discover whether they supported establishing a course 
of TASP or not, and if they did, what type of facilities they could provide. The total 
number was 10 candidates of both universities. 
5. Sample surveyed by the pre-test assessment 
This initial test was designed to categorise the students according to their level in 
Arabic. It was distributed to all students who attended the questionnaire session (146 IU 
and 27 IMU) in order to choose a representative sample to do the language test, see 
Appendix I. 
6. Sample surveyed by the diagnostic test 
The test required no less than two hours. It contained about fifteen pages. Only a 
selected number of the population took this test. The selected sample, however, had to 
represent each member of the population. 
We therefore used a systematic purposive sampling method, which meant 1 
student in 10 was selected in three divisions according to the pre-test assessment. The 
students were graded as excellent, good and weak. At Imam University I student in 5 
was selected because the total number of students was less than the number of the 
students at Islamic University. The result was 14 of IU candidates and 5 of IMU 
candidates. 
6.5: 4 Designing the main field study instruments 
Three instruments were used in this field study, they are explained below: 
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6.5: 4: 1 The questionnaire 
The questionnaire can be used to classify a "set of questions" from more strict "constructed 
scales or tests" (Oppenheim 1993: 100). A questionnaire can be an easy and worthy 
instrument or a complex and useless instrument in gathering data. To benefit from the 
questionnaire we designed carefully the aims and the specific objectives of what is 
going to be collected. Before conducting the field study we determined the kind of 
information we wanted to extract, the method of approach with which the questions 
were set and their sequence and the type of questions. 
The questionnaire for this main field study was designed according to the 
following stages: 
Stage One: The items of the questionnaire were collected from many sources such as 
McDonough 1984, Qotbah 1990, Remache 1992, Hutchinson and Waters 1994, Kelliny 
1994, Munby 1994, Jordan 1997 and from the initial field survey conducted by the 
present researcher in Chapter Three. In fact, most of these frameworks for needs 
assessment were either about English for Specific Purposes or English for Academic 
Purposes, but were modified to the case of Arabic for Academic Purposes. 
Stage Two: The questions were prepared in Arabic being the medium of instruction at 
Saudi universities. The questionnaire contains sixty one questions organised and 
classified into nine sections. Section One elicited biographical data about the learners 
including age, nationality, place of study, mother tongue, other languages known, 
educational level, number of years studying Arabic and hobbies. In Section Two we 
inquired about motivations for studying Arabic as a Foreign Language. We asked 
students in Section Three to evaluate the post-TAFL programmes and emphasis on 
skills needed in studying dacwa. Section Four concentrated on students' needs for 
studying AFL, evaluating their level in Arabic and the importance of Arabic in 
performing da'wa in their home country where Arabic is not, in use. In Section Five we 
inquired about the students' most important skills relating to their profession or study. 
Three questions dealt with re-ranking the four traditional macro-skills depending on the 
needs of their study and the time spent in practising each skill daily after going back to 
their accommodation. Students were also asked about their macro-skills (abilities) and 
time spent. Students were asked in Section Six to assess the extent of importance of the 
skills in their study (dacwa) and then to evaluate their actual proficiency in the macro- 
skills and micro-skills. Section Seven was designed to know the preferred learning 
methods in the light of the students' experience in studying Arabic as a Foreign 
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Language. While Section Eight was about teaching aids. Finally Section Nine focused 
on the time and place preferred for a TAAP course. 
Stage Three: The questionnaire was sent to three postgraduates in the Department of 
Arabic and Middle Eastern Studies at the University of Leeds. Two of them were 
Arabic native speakers graduated in TAFL and experienced in teaching AFL: Salih Al- 
Suhaibany (now holding a PhD, May 1998) and Salih Al-Shuwairikh (MA candidate) 
both from Saudi Arabia. The third was Su'aidi Shafei (now holding a PhD, July 1997) 
from Malaysia who speaks Arabic fluently. They were asked to look at the 
questionnaire in the light of readability of the language to the target population; to what 
extent questions and items were covered; and the layout. In fact, their comments were 
helpful and taken into account when the questionnaire was re-formulated. 
Stage four: The questionnaire was sent to the following six experts in the field of TAFL 
and Arabic Applied Linguistics: 
no. name of the assessor profession and title place of work 
I Mahmoud E. Sieny Professor of TAFL and Applied University of King Saud 
Linguistics. Director of the (Riyadh) 
Translation Centre. 
2 Raji M. Rammuny Professor of Arabic Studies. University of Michigan. (Ann 
Arbor, Michigan) 
3 Mahmoud al-Batal Associate Professor of Arabic. Emory University of Atlanta 
Director of the School of Arabic at (Atlanta, Georgia) 
Middlebury College in Vermont 
4 Mahdi Alosh Assistant Professor of Arabic Ohio State University 
(Columbus, Ohio) 
5 Ridha al-Suissi Professor of Arabic and TAFL University of Tunis (Tunis) 
6 Rushdi Tuaima Professor of TAFL and Applied University of Sultan Qaboos 
Linguistics. (Muscat, Oman) 
Table 6.3: Assessors of the main field's instruments 
They mainly dealt with the content, sequence, statistical analysis and the layout of the 
questionnaire. We took up their comments and redrafted the questionnaire accordingly. 
Stage Five: The questionnaire in its final shape (nine sections with fifty questions, 
Appendix C) was introduced to six students from the target population and they were 
asked to fill it in in the presence of the researcher. During this experiment we made 
notes from students inquiring about the readability of some questions as well as 
discovering some typing errors. All comments were taken into account and the 
questionnaire was revised and corrected before the final distribution. 
6.5: 4: 2 The interviews 
Four types of interviews took place: Teachers of Arabic as a Foreign Language (AT), 
Subject Teachers of daCwa (ST), Administrative Staff (AS) and post-interviews. We 
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planned an open interview for the first three. The interview questions were sent along 
with the First Year Students of Dacwa (FSD) questionnaire to the assessors above for 
advice. We had to change the open interviews into closed ones as some members 
objected to the use of an audio-recorder during interviewing. 
1. Interview of the Arabic Teachers (AT) 
This interview consisted of thirteen questions covering the general background of the 
teachers, experience in TAFL, training, attitudes towards TASP, experience in TASP, 
the importance of TASP, academic areas needed in TASP and the skills required in the 
Islamic Studies at university level (see Appendix D). 
2. Interview of the Subject Teachers (ST) 
Seventeen questions were set for this interview relating to general background about the 
teachers of dacwa, experience, impression about non-Arab students in their classes in 
terms of their standard in Arabic and if that affected the level of their study, whether the 
students are weaker in certain skills, the standard of Arabic that should be acquired by 
the students of dacwa, attitudes towards TAAP, the students' target needs, and finally, 
recommending from a list of 26 micro-skills and strategies those that Subject Teachers 
think their dacwa students in are in need of (see Appendix E). 
3. Interview of the Administrative Staff (AS) 
The administrative staff was asked seven questions which included general background, 
attitudes towards TAAP, their support of a TAAP course, the time and place they would 
propose for such a course, facilities provided, possibility for teacher training, and any 
conditions or recommendations they might have (see Appendix F). 
4. Post-test interview 
This interview was addressed to some of the students who attended the diagnostic test: 
it contained six questions regarding how easy or difficult the test was, tracing each 
question to assess if the test was at the level of the students or not (see Appendix G). 
6.5: 4: 3 The diagnostic test 
What needs to be stated in this context is that, to my knowledge, this test is the first type 
that has so far been done in the area of TAFL in Saudi Arabia. The test was constructed 
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according to a framework borrowed from a handbook called IELTS Strategies for 
Study Reading, Writing, Listening and Speaking at University and College by Garbutt 
and O'Sullivan 1991; it was carefully adapted to harmonise with the purpose of this 
study. The test was organised in three parts (see Appendix H) and the students who 
scored 34 out of 34 is considered as a native speaker like of Arabic: 
Part One: Reading test, which involved three reading passages "al-Muhtasib" (the 
public censor of religion and morals), "Makänat al-cadl Fil-Islam" (Justice in Islam) and 
"Al-tarbiya wa-l-taclim ka-uslüb min asäfib al-dacwa" (Education as a method of 
performing dacwa). A short passage with statistical figures on the number of the 
Muslim population in various countries was also included. Thirty-six questions 
followed the passages and were divided into: overviewing a passage (three items, 1-3); 
understanding the main points (thirteen items, 4-16); matching information (nine items, 
17-25); finding the required information (four items, 26-29); and, understanding and 
interpreting statistical information (seven items, 30-36). Two questions were answered 
and given as examples (items 4 and 17). 
Part Two: Writing test, which included two exercises, first an essay of 100 words about 
"al-ibtisäb" (enjoining what is right and forbidding what is wrong) , 
its definition and 
importance in the dacwa and second, an essay of 150 words about justice in Islam and 
its importance in the dacwa. To maximise good and effective work the test paper was 
set with some guidelines which candidates were instructed to read carefully: i) referring 
to the related reading passage for each topic; ii) relevance of the essay to the topic; iii) 
well-organised work was required; iv) no copying of sentences and the like from the 
given passage; and v) fifteen minutes prescribed to complete the first essay and thirty 
minutes to complete the second one. 
Part Three: Speaking test, students were asked to talk about any topic related to the 
Islamic Mission (dacwa); they were given fifteen minutes to prepare the topic and then 
to deliver a speech of seven to ten minutes. 
Test validation and time estimation 
We need first of all to state that time management is a crucial factor in this test. All the 
answers are given in the test paper and if the students are allowed to complete the test in 
a longer time they may all answer the test correctly on the other hand any shortage in 
the time could lead to misleading result. Therefore, proficiency of the students in the 
academic skills is tested according to their abilities to finish the test in the given time 
L. 
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with highest scores. In the IELTS exam candidates are given 55 minutes to answer the 
reading test. As we adopted this test in our field study we experimented our diagnostic 
test in three stage given the candidates 55 minutes in the three stages. In the first stage 
the researcher completed the test in 25 minutes; in the second stage it was distributed to 
three Arabic native speakers with similar interests in the field of dacwa or Islamic 
Studies. The results were as follows: 
no. name of candidate qualifications score time spent 
obtained (minutes) 
(out of 34) 
I Abdu Mohammed Third year student of Islamic Studies, 26 55 
King Faisal University (Al-Hasa) 
2 Ali M. al-Tayir Graduated in Islamic Studies, King Abdul Aziz 32 45 
Universi (Jeddah) (now teacher) 
3 Zain A. Khwajy Fourth year student of Daewa, Imam University 
30 46 
(Riyadh) 
Average score obtained and time spent 29.33 48.67 
Table 6.4: Validation and time estimation of the test (1) 
As a result of this it was felt necessary to make some adjustments regarding the 
readability of the questions as well as replacing one item in the "gaps-filling" questions. 
Finally, the test was given (in the third stage of experimentation) to four students from 
the target sample at IMU. The teachers were consulted to nominate students with 
different levels of Arabic. The result of this stage is presented below, Table 6.5: 
no. name of student score obtained 
(out of 34) 
time spent 
(Minutes) 
I Alias Youla (Ginean) 04' 30 
2 Mohammed Mucalim (Somali) 17 33 
3 Othman Yunw (Thai) 32 42 
4 Mirand Rasim (Albanian) 19 55 
average 22.67 average 43.33 
Table 6.5: Validation and time estimation of the test (11) 
The result of this stage varied according to the level of the candidates in Arabic. They 
scored 4 (11.76%), 17 (50%), 19 (55.88%) and 32 (94.12%). Excluding the first 
candidate who was not serious of doing the test, the result with average scores of 22.67 
(66.68%) in average time of 43.33 minutes is not too bad and almost relative to the case 
of IELTS exam where the minimum scores which can be accepted to study at some 
British universities are 5.5 out of 9 (61.11 %). As an attempt to increase the students 
score in our diagnostic test, taking into account the three experimentation-stages above, 
This student was not serious in doing the test, thus his result was excluded from the average scores. 
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we set the time to be 60 minutes for the reading test, 45 minutes for the writing test and 
25 minutes for the speaking test. 
6.5: 5 Conducting the main field study 
Below, we will explain the procedures of conducting the questionnaire for the First 
Year Students of Dacwa (FSD); the interviews with Arabic Teachers (AT), Subject 
Teachers (ST), Administrative Staff (AS) and post interviews; and, the diagnostic test. 
6.5: 5: 1 Conducting the FSD questionnaire 
After having made the necessary corrections to the questionnaire we set out to distribute 
the questionnaire to the FSD at the Islamic University in Al-Madina and Imam 
University in Riyadh consecutively. Students in IU were divided into five classes, each 
class observed by a lecturer. The researcher spent 20 minutes in each classroom prior to 
the filling-in of the questionnaire explaining procedures; an overhead projector and the 
whiteboard were used to illustrate and highlight important points of the questionnaire. 
Any query was dealt with during the filling-in of the questionnaire. In the Imam 
Mohammad University, students were placed in one room with the researcher. We 
eliminated those questionnaires that were not properly filled in. The FSD samples in 
both universities were as follows (Table 6.6): 
no. FSD samples Islamic University Imam University 
total percentage total percentage 
I size 191 100 44 100 
2 absence 32 16.75 12 27.27 
3 eliminated 
uestionnaires 
13 8.17 5 11.36 
4 valid received 
questionnaires 
146 76.44 27 61.36 
Table 6.6: Conducting the FSD questionnaire 
6.5: 5: 2 Conducting the interviews 
1. IU Candidates 
Recording the interview between the researcher and the subject teachers and Arabic 
teachers would have been ideal but most of them were concerned about this method and 
preferred to have their interviews written down. We respected their request and 
transferred the open interview to a closed type with a very strict condition that they 
should complete the questionnaire-style interview in the presence of the researcher after 
a short discussion about the concept of Teaching Arabic for Specific Purposes. 
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As for the Subject Teachers of the Dacwa Faculty, the total number at the IU 
was 87 members; only 34 were qualified with a Ph. D. and experience in teaching dacwa 
modules. 24 of these candidates agreed to be interviewed face to face; their answers 
were in a written rather than in a recorded-voice form. Table 6.7 below gives some 
details about these candidates: 





total total % total % total °/a total % total % 
34 02 5.88 04 11.76 28 82.35 10 29.41 24 70.59 
Table 6.7: Conducting the ST interview at IU 
The Arabic Teachers at the IU were 43 members but 11 teachers only held a BA/MA 
or/Ph. D. degree in Applied Linguistics, Education or Arabic. An experience no less than 
five years in TAFL was required for those who held a degree in Arabic language. 
Again, they were interviewed face to face giving answers in the writing and not in a 
recorded-voice form. 
With regard to the administrative staff of the IU, we interviewed the Dean of the 
Faculty of Dacwa, his Deputy, the Head of the Department of Dacwa, the Dean of the 
TAFL Centre and his deputy. 
2. IMU Candidates 
The ST candidates of IMU were as follows: 





total total % total °/a total % total % total 
16 02 12.5 04 25 10 62.5 08 50 8 50 
Table 6.8: Conducting the ST interview at IMU 
The Arabic Teachers at the IMU consisted of 32 teachers, 23 of whom had a BA/MA 
or/Ph. D. degree in Applied Linguistics, Education or Arabic. An experience of no less 
than five years in TAFL was required for those who held a degree in Arabic. 18 teachers 
agreed to be interviewed. 
The administrative staff at the IMU we interviewed were: the Dean of the 
Faculty of Da`wa, his Deputy. the Head of the Department of Dacwa, the Dean of the 
TAFL Institute and the Head of Arabic and Islamic Studies. 
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6.5: 5: 3 Conducting the diagnostic test 
It was difficult to bring to the test all the candidates involved in the main field study 
because there were about 146 at the IU and 27 at the IMU. In addition, the test required 
no less than 120 minutes which meant that teachers were reluctant to allow their 
students to attend the test because that would have interrupted their lessons. Therefore, 
only a sample number of the candidates was selected to perform the test. 
The question was how it could be ensured that the selected sample would reflect 
the variety of the students needed. In order to do that, a test of four multiple-choice 
questions was set and distributed to the FSD of both Universities (see Appendix I). 
From the results of this test we agreed to divide students into three categories: i) 
"excellent", who scored between 8 and 10 [6 students from IMU and 12 from IU]; ii) 
"good", who scored between 5 and 7 [12 students from IMU and 96 from IU] and, iii) 
"weak", those who scored below 5 [8 students from IMU and 36 from IU]. 
Consequently, one student in five from each category was randomly selected from IMU 
giving 5 students in total and one student in ten of each category from IU was randomly 
selected giving a total of 14 students in all. 
In short, five students from IMU and fourteen students from IU were involved in 
the reading, writing and speaking tests. 
6.6 Procedures of analysing and interpreting the results 
The analysis and the interpretation were made according to the following bases: 
Each instrument (questionnaire, interview and test) was treated individually. The 
questionnaire was analysed and interpreted as a subjective tool of needs assessment. In 
fact, because we had two samples of FSD, from two different universities, each sample 
was tackled individually but analysed together (see Chapter Seven). The researcher then 
tackled the data collected by the language test for each university (see Chapter Eight). 
The interviews for the AT, ST and AS were also analysed individually (see Chapter 
Nine). Frequency and percentage in this field study was the only statistical method used 
in interpreting the results: we looked at the needs of the students, their frequency in 
proportion to the sample as well as looking into the errors of the students in the 
diagnostic test and their frequency in proportion to the whole sample involved. 
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The structure for responses in the questionnaire was generally based on 
multiple-choice answers; other forms were designed on a scale system, i. e. very 
important, important, fairly important and not important to assess grades of importance 
in statements provided; or satisfactory, fairly satisfactory or not satisfactory to judge 
their competence in Arabic. 
In interpreting the responses of the questionnaire we did encounter occasionally 
a narrow margin of score differences between the four scales discussed above. So, we 
divided the four scales into two, pairing for example very important and important into 
one category and fairly important and not important into another; and then we drew the 
average of each. 
6.7 Conclusion 
We looked into the needs assessment by examining the theoretical background, 
establishing what type of instruments could be used, what the acceptable items in the 
instruments are and what method of application was needed. We focused on the actual 
instruments and the procedures of the field study, discussing the type of data needs, 
aims of the needs assessment, instruments used, sampling the population and the way 
the target/learning situation was assessed. In the following three Chapters, Seven, Eight 
and Nine we will look at the results of the questionnaire, diagnostic test and interviews. 
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CHAPTER SEVEN 
Analysing the results of the FSD Questionnaire 
7.1 Introduction 
In order to fulfil the requirements of designing a course for teaching Arabic for 
Academic Purposes the researcher made a second field trip to Saudi Arabia to 
investigate the learners' needs. The total size of the First Year Student of dacwa (FSD) 
who filled in the questionnaire properly was 146 from the Islamic University (IU) and 
27 from the Imam University (IMU). Analysing and interpreting the results of the 
questionnaire (see Appendix C) will be according to the bases set in Chapter Six (6.6). 
In this chapter we will look at the needs from the students' perspective (i. e. the 
subjective needs), in order to find out which are the concerns that our learners 
experience in the light of their area of study. It is not our aim, however, to interpret the 
students' needs at this stage. That will be done in Chapter Eight in which we will 
analyse the needs through the results of a diagnostic test that the learners would have 
taken. 
7.2 Personal information about the learners 
Preliminary information about the learners had already been collected in the earlier 
chapters: we have non-Arab students studying dacwa with the minimum qualification of 
a Secondary High School Certificate; they are no younger than eighteen years old and 
no lower than intermediate level in Arabic. In addition, some more details were sought 
regarding their age, mother tongue, nationality, qualifications and the length of time 
they have studied Arabic as a Foreign Language, the results of which are shown in 
Table 7.1 a: 
total number is 146 (IU) + 27 (IM U) = 173 
age Freq. % qualifications freq. % years of studying 
Arabic 
freq. % 
18-22 38 21.96 Secondary School 
Certificate 
130 75.14 one year 10 5.78 
23-26 98 56.65 Diploma 23 13.30 two years 36 20.81 
27-29 21 12.14 University Degree 20 11.56 more than two years 127 73.41 
29+ 16 9.25 
Total 173 100 173 100 173 100 
Table 7.1 a: Candidates' personal information 
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The majority of the candidates' ages are between eighteen and twenty-six years: this 
group of ages constitutes 56.65% of the whole population. There are no surprising 
findings in this result because the legal age for enrolment in Saudi universities is 
eighteen years or more. This is the result of pupils going to Primary School at the age of 
six, then the Intermediate School for three more years and thereafter to the Secondary 
School for another three years. Thus, they are expected to complete their public 
education by the age of eighteen. The exception is those whose ages are twenty-seven 
and over which is 21.39% of the candidates. 
Non-Arab students are supposed to come to Saudi universities at no younger 
than eighteen years old and they have to study Arabic as a Foreign Language for at least 
two years, some for three and others for four years. The indications extracted from this 
result are that we are dealing with mature learners which meant that they were 
knowledgeable of what was expected from their study. Being aware of this fact gives a 
better understanding of the elements of the questionnaire and a strong credibility in their 
answers. 
The attribution of candidates to about 40 countries (countries with 5 students 
and more are listed in Table 7.1b below) indicates that the Saudi government is intent 
on giving equal opportunities to all Muslim students around the world to study Arabic 
and Islamic studies in the Saudi universities. 
total number is 146 (I U) + 27 (IMU) = 173 
nationality freq. % mother tongue freq. % 
Afghan 12 6.94 Albanian 6 3.47 
Albanian 6 3.47 Bengali 5 2.89 
Bengali 5 2.89 Chinese 11 6.36 
Cameroonian 5 2.89 English 26 15.03 
Chinese I1 6.36 Filipino 8 4.62 
Filipino 8 4.62 French 25 14.45 
Guinian 6 3.47 Hindi 11 6.36 
Indian 18 10.41 Indonesian 8 4.62 
Indonesian 8 4.62 Pushtu 9 5.20 
Ivory 5 2.89 Russian 7 4.05 
Nigerian 5 2.89 Swedish 5 2.89 
Pakistani 8 4.62 Urdu 25 14.45 
Russian 9 5.20 Others 27 15.61 
Sierra Leonean 13 7.51 
Others 54 31.22 
Table 7. lb: Nationalities and mother tongue of the candidates 
We have tried to find an official explanation for the variation in the number of 
candidates from different countries but we failed to find any adequate answer. There 
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does not seem to be any political rationale behind this phenomenon, candidates are 
asked to enter an open competition every year for 400 scholarships, provided by the 
four Saudi TAFL institutes. 
As for the mother tongue of the students, students speak several languages. 
Those spoken by five students and more are listed in Table 7.1 b above. 
Despite the positive or negative influence of the mother tongue on the process of 
learning Arabic, this does not influence, in any way, the students in our present study 
because they had already completed a programme in Arabic as a Foreign Language and 
are currently enrolled in a university course with more experience in Arabic. This will 
of course be taken into account when developing the course syllabuses for Teaching 
Arabic for Academic Purposes. Limited consideration will be given to this factor simply 
because the learner has almost transcended the linguistic interference. 
In a supplementary question candidates were asked whether they spoke any 
other languages: 110 Students said yes and 36 said no. The languages that obtained high 
frequency responses are presented in Table 7.2: 
tota l number is 146 (IU) + 27 (IMU) = 173 
l Islamic 
University Imam University 
no. anguage frequency percentage frequency percentage 
1 English 64 58.18 12 44.44 
2 French 12 10.90 5 18.52 
3 Hindi 5 04.54 3 11.11 
4 Russian 4 03.63 
5 Spanish 2 01.81 
6 Turkish 9 08.18 
7 Urdu 14 12.72 2 7.41 
Table 7.2: Other languages spoken by the candidates 
As is clear from the above table, English is spoken by the majority, followed by Urdu 
for IU and French for IMU. The aim behind this question was to find out, on a 
preliminary basis, about the candidates' attitudes towards foreign languages. 
One very strict condition as a minimum entry qualification to attend any Saudi 
universities programme is that students must have a Secondary School Certificate or 
equivalent. According to Table 7.1 a above the majority of candidates 130 (75.14%) held 
Secondary School Certificates, whereas candidates who had a diploma or university 
degree or higher degree were 43 (24.86 %). 
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Regarding the number of the candidates who had studied Arabic as a Foreign 
Language, it was 10 (5.78%) for one year and 36 (20.81%) for two years while the 
majority, 127 (73.41 %) had studied AFL for more than two years (see Table 7.1 a above). 
It is noted here that some students had studied AFL before coming to Saudi and needed 
only one year to meet the language proficiency required by the faculties. Although the 
standard period of AFL programmes in Saudi is two years we noticed that the majority 
of the candidates, (73.41%), exceeded the two-year period. Two different interpretations 
for this can be given: one is that students reported to the researcher that the TAFL 
programme was difficult, and the other is that teachers claimed that students 
deliberately failed in order to lengthen their stay in Saudi Arabia, the latter group being 
students who came particularly from poorer, politically unstable countries who sought 
Saudi as their refuge. 
7.3 Learners' motives and attitudes 
Three main topics will be analysed under this heading: first, motives of the candidates 
towards learning AFL, second, attitudes of the candidates towards the past-TAFL 
programmes and third, attitudes of the candidates towards the idea of Teaching Arabic 
for Specific Purposes. 
7.3: 1 Learners' motives 
Ten motives were presumed to be the most important ones in our study: they were 
grouped into four broader sections as shown in Table 7.3 below: 
total number is 14 6 (IU) + 27 (I MU) = 173 
categories code motives unive very important fairly not 
rsity important important imp rtant 
freq. % fre % fre % fire 




7.69 18 12.58 34 3.77 62 55.94 
financial status IMU ------ ------ 2 ------ 7.41 ------ 9 ------- 3.33 '-ff-- - 59.26 
8/3 to improve your job 
__ 









Pro status IMU 2 7.31 7 25.93 5 18.52 ------ 13 ------ 48.15 















IlvliJ 3 11.11 3 11.11 --- 7 - -- -- 5.93 ------ 14 ------- 51.85 

















country IMU 2 7.41 2 7.41 7 5.93 ----- 16 ------- 59.26 
8/1 to improve your 
_ 





---- - -- 
62 
------ -12.46 ------ social status IMU 6 22.22 5 18.52 6 2.2 2 10 37.04 
social 8/10 enjoy learning FL IU 23 15.75 29 19.86 30 0.54 64 43.83 
IMU 8 29.63 6 22.22 5 18.52 ------ 8 ---- 29.63 
8/6 to perform da' wa _- 




IMU 27 100 li i re g ous 
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I 27 100 - ----- 
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8/5 to study at university 
_ 









------- _ ýN 18 66.67 5 18.52 4 14.81 













------ AFL ------ IMU 16 59.26 5 18.52 3 11.11 3 11.11 
Table 7.3 Motives of the candidates 
Professional motives, as is shown above, got a variety of responses but it is generally of 
a low frequency which indicates that these motives are not important. Foreigners are 
normally attracted to work in a wealthy Arab country, but, as the answers to the 
questionnaire show, not these candidates. Their motives are most likely influenced by 
their religious fervour and zeal in understanding Islam and performing dacwa. It is 
believed that if the same question were addressed to the students of the Universities of 
King Saud (Riyadh) or King Fahad (Dhahran) the sequence of the motives would be 
different; or, it can be said that being in Saudi for more than two years made them aware 
that working there (or another wealthy country for that purpose) is not as easy as it 
looks. Indeed, the possibility of finding a job is very limited for applicants who are not 
qualified in certain disciplines such as medicine, engineering, computers, etc, whereas 
our candidates, qualified as they are in dacwa do not qualify generally for working in 
Saudi. 
Social motives received relatively little attention in comparison to the religious 
and academic groups as was indicated in Table 7.3 above; the majority of the candidates 
considered social motives as either "fairly" or "not important". Two reasons for learning 
Arabic (nos. 8/1 and 8/10) were put to the students to grade in order of importance as 
shown in Table 7.3 above. The first motive was indicated by 60 candidates (IU), 
(41.09%), to be either very important or important. In fact, in spite of the fact that the 
majority score was graded "fairly" or "not important" such candidates came from 
societies that were encouraged to learn Arabic. To learn a foreign language (no. 8/10) 
was not considered as a "very important" motive. We did not ask for reasons as to why 
students do not consider learning a language as an enjoyment; one may infer, but mostly 
from the researcher's experience, that methods and approaches of teaching a foreign 
language in some countries are not updated, nor are they designed to fit the needs of the 
students concerned. 
As expected, religious motives received a very considerable emphasis from the 
candidates. The proportion of those who considered religious motives both very 
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important and important was 94.83% of the total sample of the IU candidates and 100% 
of the total sample of the IMU candidates. This high frequency is a result of the 
Universities' ethos being Islamic-oriented. Another study made in 1985 by the Institute 
of Teaching Arabic as a Foreign Language at Umm Al-Qura University showed similar 
results. The candidates of that study were drawn from all the TAFL programmes in 
Saudi Arabia (al-Näga 1985: 96). 
There is a close relationship between the frequency in both statements (nos. 8/6 
and 8/8) which gives credibility to the candidates' opinions about the importance of such 
motives to study Arabic as a Foreign Language. This result is also supported by the 
results of the initial field survey made by the present researcher in Chapter Three which 
explains why the dacwa discipline was selected to be the target area for the current 
research. 
Academic motives came in second position of importance because candidates 
came to Saudi to study Arabic as a Foreign Language in order to further their studies in 
a discipline of their desire at the University, as Table 7.3 points out. From the above 
table, 74.65% of the IU candidates and 85.19% of the IMU candidates indicated that 
studying at university is either very important or important, whereas the second motive 
(no. 8/7) attracted 50.68% of the IU candidates and 77.78% of the IMU candidates as 
either very important or important. 
7.3: 2 Attitudes towards past-TAFL programmes 
Candidates were asked about their past-TAFL programme as to whether it was 
satisfactory. The aim was to find out if that programme targeted the needs of the 
students which were to study at the Faculty of Dacwa. We asked them what "uses" they 
would have liked to have focused on during their TAFL programme. By "uses" we 
mean utilities or activities that are necessary in the learning process. The question was 
put in order to find out what the learner wished to be qualified in but was not successful 
in in the past. Indeed the five mentioned "uses" (nos. 9/1 to 9/5 in table 7.4) that 
followed the question were presumed to be the most important components of the 
students' field of study and, it needs to be mentioned, that most of them had not been 
emphasised during the TAFL programme, on the other hand, it must be said that TAFL 
programmes are designed to drill students in the macro- (traditional) skills of listening 
and speaking primarily. Table 7.4 below represents the results of the question: 
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no. uses university sam- extremely inadequate adequate 
ple inade uate 
size eq. % freq. % freq. % 
9/1 academic writing N _ - 









------- _ ---------- 1v 027 14 1.85 07 5.92 06 2.22 
9/2 comprehensive reading IU------ 
- 










of dacwa literature 027 
20 4.07 07 5.92 00 . 00 















----- IMU 027 13 8.15 07 5.92 07 5.92 




with the teachers IMU 03 11 . 74 06 2.22 









IMU 85 09 3.33 04 14.81 
Table 7.4: Attitudes towards the past-i'AF'L programmes 
It is evident from the above that "comprehensive reading of daCwa materials" was not 
covered in the TAFL programme (69.86% for IU candidates and 74.07% for IMU 
candidates). 
Inasmuch as the learner is exposed to a set of textbooks throughout the TAFL 
programme, in his studies at the Dacwa Faculty, he is not subjected to any textbooks; 
some, admittedly, are required by the departments but in general the subject teachers are 
allowed to choose topics from a number of books and other references. Teachers use in 
lectures their background experience and refer to Classical and Modem Arabic sources. 
Students, on the other hand, are expected to read these sources and suggested material. 
In the process of their study students face newer vocabulary and learn to apply various 
strategies for different reading techniques to cope with complicated literary style (often 
flowery) different from that which they were used to on the TAFL programme. Students 
are required to discuss various schools of thought, concepts and religious sects in 
general. Furthermore, dacwa students need to acquire skills in extracting evidence or 
proof they need to apply to the principles of dacwa in different situations. 
Going back to Table 7.4, we found that academic writing in the field of dacwa 
came in second position with 58.9% for the IU candidates and 51.85% for the IMU 
candidates. In fact teachers of the Dacwa Faculty at the IMU complained about the 
weakness of the students in this skill. Academic writing does indeed require special 
training: students would need to employ several writing tools, such as grammatical 
accuracy, the correct use of terminology and interpretative and argumentative writing. 
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50% of the IU candidates and 51.85% of the IMU candidates considered the 
khit5ba skill as extremely inadequate. In our opinion, however, this skill is important for 
dacwa students studying in Saudi Arabia as they need to use Arabic to discuss academic 
matters as well as to deliver the Friday sermons in mosques and other activities, though 
it needs to be stressed that Arabic would be less used in their home countries for this 
purpose. 
Hence, the above three uses (academic writing, comprehensive reading of daCwa 
literature and practising khit5ba [public speaking]) were considered by students as 
"extremely inadequate". In other words, from the candidates' experience, TAFL 
programmes were not designed to meet their needs in the three mentioned uses. In 
addition, training in listening to lectures and conversing academically with teachers 
were reported lacking (see Table 7.4 above). Nonetheless, the crucial issue for our 
students was their disappointment in having not been trained for reading; the 
questionnaire shows clearly that the reading skill had not received the utmost attention 
during the TAFL programme, note (no. 9/2) 69.86% for IU and 74.07% for the IMU 
candidates. The lack of reading skill does not come to us as a surprise. In most TAFL 
programmes and indeed other Arabic courses, both in Arab and non-Arab countries, 
reading skill has been totally ignored as a result of their focus on the listening and 
speaking as the only required skills needed by learners of Arabic. 
7.3: 3 Attitudes towards TASP 
Students were asked to say whether a course to improve the level of Arabic would be 
useful (Question no. 10) and to what extent they would be involved if such a course 
were set up by the Institute of Arabic or the Faculty of Da`wa (Question no. 11). Tables 
7.5 and 7.6 reveal their responses: 
ode usefulness of TASP course university sample frequency % 
l0/1 very useful IU 146 
IMU 27 17 62.96 







IMU 27 -------- 09 ---------- 33.33 
10/3 not useful IU 




IMU 27 - ---- 01 ----------- 03.70 
Table 7.5: The usefulness of TASP courses 
The response of the candidates was very positive: the majority of the candidates 
supported the idea of having a further Arabic course to improve their proficiency level 
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and to integrate better in dacwa studies. Their concern about such a course is shown in 
Table 7.6 below: 
ode concerns university sample frequency % 
11/1 very much concerned N_ ___ -------- 
146 




----------- IMU 27 26 96.30 






----------- iMU 27 01 03.70 






------- 27 66 
Table 7.6: Concerned for TASP courses 
7.4 The learners' general needs 
We mean by learners' needs in this context those wants on which the learners put a high 
priority in the obtainable time as well as skills, which they see as being relevant to their 
needs. Needs will be tackled in this section in three parts, first the current needs, second 
the future needs and third the needs that are expressed as a deficiency. We asked what 
were the students' wants from a course in Teaching Arabic for Academic Purposes; and, 
to assess the deficiency that they might have in spending a long time in practising the 
four traditional skills and some other micro-skills relevant to their area of study. 
7.4: 1 The current wants 
The question (no. 12) in this context was to determine the main want that students feel 
they have in order to improve their Arabic for day-to-day activities or dacwa studies, 
Table 7.7: 
no. uses niversity ample anted of wanted 
size freq. % e q. % 






























Table 7.7: The candidates' current wants 
In our original questionnaire candidates were given choices to scale from, "very much 
wanted", "wanted", "fairly wanted" and "not wanted": the idea was to help hesitant 
candidates to measure the importance of their wants; however, in analysing the results it 
was found that restricting the outcomes to two different scales would be more helpful 
and clearer. Therefore, we reset the scale to "wanted" (representing originally "very 
much wanted" and "wanted") and "not wanted" (formerly "fairly wanted" and "not 
wanted") 
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Patently, 59.59% of IU candidates and 66.67% of IMU candidates wanted 
Arabic for academic purposes. Arabic for day-to-day activities was generally not 
desired (69.86% IU and 66.67% IMU). Actually, after two years or more of studying 
Arabic on a general TAFL programme students, would have acquired the ability to get 
engaged in conversation with a reasonable amount of vocabulary; this is why only 44 
out of 146 (IU) and 9 out of 27 (IMU) felt they needed Arabic for daily use. 
7.4: 2 The future needs 
Questions (nos. 13 and 14) concentrated on the future needs of the candidates, in other 
words, what kind of Arabic will be used after their graduation and which skills are most 
needed for their area of study and work, see Table 7.8 below: 
no. uses university ample important of important will never be used 




































----- 00 __ 
00 
---------- 00 
Table 7.8: The candidates' future needs 
It is evident that reading Arabic sources has the greatest response of "important" 
(97.26% IU and 100% IMU). Candidates, of course, need to read Islamic texts in Arabic 
though they would use their mother tongue in public speaking in their own countries. 
Candidates were also asked to re-prioritise the four traditional (macro-) skills 
according to their study requirements (Question no. 14), Table 7.9: 
no. macro-skills university sample I 2 3 4 
size freq. % freq. % e. % 
14/1 listening 46 
------ ------- ----- ----- 7 -- - D5 18.52 
14/2 eading 
- 
27 13 8. g. 15 
14/3 peaking 
----46 ---- -- 
2.05 05 
--- Il1ýfU 027 1.85 
4/4 1 iting W 
__--146_-- 
- 
IMU 027 ---- --- 
Table 7.9: Re-prioritising the traditional skills 
Reading was ordered as the first skill in importance (69.18% IU and 48.15% IMU) then 
came writing (48.63% IU and 48.15% IMU) followed by speaking (52.05% IU and 
51.85% IMU) and listening (30.14% IU and 18.52% IMU). This sequence is to some 
extent appropriate to the students' requirements at this stage of their study. 
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7.4: 3 The Deficiency 
Questions (nos. 15 and 16) dealt with the time spent on practising the four traditional 
(macro-) skills and specific activities that are relevant to these skills and to the students' 
field of study. It needs to be mentioned here that students enrolled in TAFL and Da`wa 
Studies in IU and IMU are scheduled to attend lectures from 07.30 to 13.30 hours (six 
hours in all), Saturdays to Wednesdays (Thursday and Friday being the Saudi weekend). 
In principal, students have up to five hours maximum of independent study; only a few 
achieve this. Students after lectures take their lunch at 13.30 hours followed by a siesta. 
They would perform their `asr prayers between 15.30 and 16.30 hours (depending the 
season) after which they spend time at the leisure centres up to the maghrib prayers, 
usually one to two hours after `asr. Following the maghrib prayers they would have 
their dinner and soon after they would go for the `ishä prayers. Study time usually takes 
place between 20.30 hours to midnight. It is normal for any average student in Saudi to 
spend one to two hours daily on assignments and revision (Table 7.10 below) and 
therefore any time ticked in the grid between less than one to two hours is acceptable; 
on the other hand, it was surprising to find that some students, 18.49% of IU and 
14.15% of IMU, would spend, for example, on reading from five to six hours daily on 
various study activities. 
no. macro- univ sam- less than one 1- 2 hours 3-4 hours 5-6 hours more 
skills ersity pies hour 
size freq. freq. % freq. % freq. % e q. % 
15/1 listening 
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Y able 7.10: 'l'ime spent on practising the traditional (macro-) skills 
If we totalled the number of students involved from three to six hours on reading we 
find that there are 62.32% for the IU and 66.67% for the IMU. Students from both 
universities agreed that reading for them is slow and takes the longest time compared 
with other macro-skills. The average time spent on listening and writing skills was 
between one to two hours; it was interesting to find out that IMU students (70.37%) 
spend this amount of time for writing though less so with IU students (37.67%). 
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We then wanted to establish the time spent on the strategies (otherwise called 
micro-skills) as listed in Table 7.1 la for the Islamic University and 7.1 lb for the Imam 
University. Students were asked to order numerically their ability in the micro-skills. 
The ordering implied the length of time taken for each micro-skill or strategy though we 
did not ask the students to quantify the length of time; in this case the numerical order 
of 1,2,3 etc. means that number 1 is understood to be the lengthiest time spent on one 
particular micro-skill and number 10 is the shortest time. 
lu 
total number is 146 
code micro- skills ordering numerically according to time spent on each micro- 
skill 
1 2 3 4 5 6 7 8 9 10 
16/1 listening to recorded sermons 123 
16/2 public speaking and 
preaching 
122 
16/3 ordering the information you 
have read 
124 
16/4 distinguishing between facts 
and views in text 
126 
16/5 summarising what you have 
read 
115 
16/6 storing information 121 
16/7 linking ideas during reading 116 
16/8 understanding new 
vocabulary during reading. 
132 
16/9 reading dacwa materials 139 
16/10 writing a khutba 1113 
Tahle 7.1 I q- Orderinu micro-skills according to the time spent on each micro-skills (III 
IMU 
total number is 27 
code micro- skills ordering numerically according to time spent on each 
micro-skill 
1 2 3 4 5 6 7 8 9 10 
16/1 listening to recorded sermons 20 
16/2 public speaking and preaching 15 
16/3 ordering the information you 
have read 
22 
16/4 distinguishing between facts 
and views in text 
23 
16/5 summarising what you have 
read. 
17 
16/6 storing information 18 
16/7 linking ideas during reading 12 
16/8 understanding new vocabulary 
during reading 
25 
16/9 reading dacwa materials 27 
16/10 writing a khutba 14 
Table 7.11b: Ordering micro-skills according to the time spent on each micro-skill 
(IMU) 
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If we look at the IU and IMU (Tables 7.1 la and 7.1 lb) we would find that "reading 
dacwa materials" (no. 16/9) was placed by students as number one which we 
understand that a considerable amount of time was spent on this item. "Understanding 
new vocabulary during reading" (no. 16/8) came next; this, of course, is very crucial 
and time consuming if not handled properly. It does suggest that there is a serious 
deficiency in the students' level of vocabulary. Also of concern is the students' ability to 
distinguish between facts and views in their reading (no. 16/4) which was placed 
number three; this is unquestionably a serious weakness and certainly hinders the 
students' progress in the study of dalcwa and probably later after their graduation. The 
fourth position was given to the strategy on "ordering the information" after the text is 
read (no. 16/3), which explains another deficiency in the reading macro-skill of both 
universities. It was surprising to see that "writing a khutba (sermon)" (no. 16/10) 
required thc: least time (position 9 for IMU and 10 for IU), but this is probably because 
students write their khutbas in note form, much of which is memorised from their reading 
material or listening to some known preachers around the country. 
7.5 Specific needs 
By specific needs we mean the micro-skills that are most important for the students 
during their study and after graduation: twenty-six micro-skills were listed in the 
questionnaire (nos. 17 to 42); these constitute, in fact, the core of the questionnaire. We 
carefully selected the micro-skills to meet the requirements needed in the students' area 
of study, such skills falling under the umbrella of the macro-skills relating to reading, 
writing, speaking and listening. The vocabulary as well was covered as the core for the 
four main traditional macro-skills. 
The results of this section are assessed in the following stages: 
i) the necessity of the micro-skills; 
ii) the candidates' competence; 
iii) the discrepancies between the importance and the competence of such skills, which 
we considered as a lack in the students' level. 
7.5: 1 The necessities 
We listed 26 micro-skills and strategies related to the four traditional (macro-) skills of 
reading, writing, listening and speaking. We have distributed 11 micro-skills and 
strategies for reading (see Table 7.13), 5 for writing (see Table 7.14), 5 for listening (see 
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Table 7.15) and 3 for speaking (see Table 7.16). With these traditional micro-skills we 
added "Vocabulary" as we believe that none of the skills can operate without the proper 
use of vocabulary (see Table 7.17). Tables 7.12a and 7.12b give an overview of the 
"necessity" of the micro-skills and strategies listed: 
Islamic University 
total number is 146 
code micro-skills and strategies very important fairly not 
important important important 
&e q. % freq. % freq. % freq. % 
17 reading fluently texts set by the lecturer 90 61.64 34 23.29 15 10.27 7 4.80 
18 extracting evidence from Islamic texts 106 72.60 25 17.12 10 6.85 5 3.42 
19 reading a text to extract specific 73 50 41 28.08 25 17.12 7 4.40 
information 
20 intensive reading to extract most of the 82 56.16 40 To 18 12.33 6 4.11 
information from the text 
21 reading to understand the writer's 60 41.10 38 26.03 29 19.86 19 13.01 
point of view on a controversial issue 
22 understanding da`wa terminology 77 52.74 42 28.77 23 15.75 4 2.74 
23 reading to discuss ideas 84 57.53 33 22.60 18 12.33 11 7.34 
24 reading in depth to understand the message 87 59.58 42 28.77 10 6.85 7 4.40 
25 re-reading to consolidate the ideas in mind 102 69.86 33 22.60 9 6.16 2 1.37 
26 reading to qualify academically 71 48.63 47 32.19 28 19.18 
in the field of da`wa 
27 reading to pass examination only 62 42.47 18 12.33 26 17.80 40 27.40 
28 summarising the main points from a 50 34.25 45 30.82 28 19.18 23 15.17 
written text 
29 summarising lectures, discussions and 50 34.25 53 36.30 24 16.44 19 13.01 
debates 
30 correct usage of da`wa terminology when 58 39.73 50 34.25 29 19.86 9 6.16 
writing 
31 writing short reports relating to da`wa 56 38.36 59 40.41 22 15.07 9 6.16 
32 writing answers to examination questions 62 42.47 51 34.93 24 16.44 9 6.16 
33 using grammar correctly in academic 86 58.90 33 22.60 21 14.38 6 4.11 
writin in the area of our specialism 
34 understanding someone talking to you 74 50.69 42 28.77 26 17.80 4 2.74 
35 extracting information from radio and 26 17.80 46 31.51 62 42.47 12 8.22 television 
36 understanding a lecture in your area of 70 47.95 45 30.82 23 15.75 8 5.48 
specialism and writing down the main 
oints 
37 understanding and following a 51 34.93 50 34.25 27 18.49 18 12.33 
conversation in class 
38 understanding the main topics of a lecture 70 47.95 48 32.87 24 16.44 4 2.74 
39 your ability to argue in the field of da`wa 59 40.41 60 41.10 24 16.44 3 2.05 
li d 40 e vering a speech that you have 58 39.73 52 35.61 22 15.07 14 9.59 prepared yourself in the field of da`wa 
41 expressing and defending your point of view in 
62 42.47 50 34.25 29 19.86 5 3.42 
your area of specialism 
can i 42 s n ng reading to have a general idea about ac 75 
51.37 38 26.02 27 18.49 6 4.11 
ertain topic 
I dolt; t; --"' INeCessity of the learners' needs (IU) 
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Imam University 
total number is 27 






freq. % fr. % freq. % freq. % 
17 reading fluently texts set by the lecturer 19 70.37 6 22.22 2 7.41 
18 extracting evidence from Islamic texts 18 66.67 6 22.22 3 11.11 
19 reading a text to extract specific 
information 
9 33.33 9 33.33 9 33.33 
20 intensive reading to extract most of the 
information from the text 
13 48.14 7 25.93 7 25.93 
21 reading to understand the writer's 
point of view on a controversial issue 
19 70.37 6 22.22 2 7.41 
22 understanding ddwa terminology 18 66.67 6 22.22 3 11.11 
23 reading to discuss ideas 18 66.67 9 33.33 
24 reading in depth to understand the message 17 62.96 5 18.52 5 18.52 
25 re-reading to consolidate the ideas in mind 16 59.26 8 29.63 3 11.11 
26 reading to qualify academically 
in the field of da`wa 
15 55.56 12 44.44 
27 reading to pass examination only 11 40.74 3 11.11 13 48.14 
28 
r 
summarising the main points from a 
written text 
11 40.74 11 40.74 2 7.41 3 11.11 
29 summarising lectures, discussions and 
debates 
9 33.33 9 33.33 7 25.93 2 7.41 
30 correct usage of da`wa terminology when 
writing 
14 51.85 8 29.63 5 18.52 
31 writing short reports relating to da`wa 12 44.44 10 37.04 1 3.70 4 14.82 
32 writing answers to examination questions 18 66.67 4 14.82 5 18.52 
33 using grammar correctly in academic 
writing in the area of your specialism 
19 70.37 7 25.93 1 3.70 
34 understanding someone talking to you 12 44.44 5 18.52 2 7.41 8 29.63 
35 extracting information from radio and 
television 
9 33.33 8 29.63 10 37.04 
36 understanding a lecture in your area of 
specialism and writing down the main 
, points 
9 33.33 2 7.41 5 18.52 11 40.74 
37 understanding and following a 
conversation in class 
17 62.96 8 29.63 2 7.41 
38 understanding the main topics of a lecture 9 33.33 8 29.63 10 37.04 
39 your ability to argue in the field of da`wa 14 51.85 10 37.04 3 11.11 
40 delivering a speech that you have 
prepared yourself in the field of da`wa 
19 70.37 2 7.41 6 22.22 
41 expressing and defending your point 
of view in your area of specialism 
10 37.04 9 33.33 8 29.63 
42 scanning reading to have a general idea 
about a certain topic 
15 55.56 7 25.93 5 18.52 
Table 7.12b: Necessity of the learners' needs (IMU) 
The two tables above present an overview of the "necessity" (i. e the learners' needs) 
under four scales. We will now focus on each of the five areas covered above (i. e 
reading [nos. 17,18,19,20,21,23,24,25,26,27, and 42], writing [nos. 28,29,31,32 
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and 33], listening [nos. 34,35,36,37 and 38], speaking [nos. 39,40 and 41] and 
vocabulary [nos. 22 and 30]). Before discussing these five areas in detail we find it 
better to draw the following Figures (nine and ten) highlighting the necessity of each 
area to the students' study. Establishing Figure Nine required us to take the total 
frequency figure of each area and divide it by the number of micro-skills related to the 






20.00%   important 
10.00% Q fairly important 
0.00% or, rL p not important 
Figure Nine: Necessity of the five areas to the students' study 
To simplify the results of the above graph we divided the order of importance of these 
areas into two categories: "important" (which includes "very important" and 
"important") and "not important" (which represents "fairly important" and "not 
important"), Figure Ten below: 
Figure Ten: Re-ordering the necessity of the learners' needs 
We need, before any further interpretation, to break down the five areas in Tables 7.12a 
and 7.12b into their relevant micro-skills or strategies. It is important to simplify the 
framework of presenting these micro-skills in terms of reducing the number of variables 
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involved in the measuring scale used in the questionnaire. We therefore divided the 
original scaling into two categories: (a) "important" to include "very important" and 
"important", (b) "not important" representing "fairly important" and "not important". 
I. Micro-skills and strategies connected to the academic reading 
The importance of each micro-skill in this category will be figured individually in the 
Table 7.13 below: 
ode reading micro-skills university sample important not important. 
size freq. % freq. % 







set by the lecturer IMU 027 25 - ---- 92.59 --- - 02 - 07.41 




146 131 89.72 15 10.27 
om Islamic texts IMU 027 24 _ 88.89 03 11.11 




146 114 808 32 
- -- --- 
21.9 
- - ecific information IMU 027 18 66.67 - -- - 09 - - 33.33 
20 ntensive reading to N 3.56 24 16. 
xtract most of the information IMU 27 20 74.07 07 25.93 
om the text 
21 eading to understand the IU 
- 
46 98 67.12 48 32.87 
iter's points of view on 
---------- ---- controversial issue IMU 27 25 92.59 02 07.41 
23 eading to discuss ideas N 46 117 0.13 29 
- 
19.86 
IMU 27 27 100 --------- 00 ---- 00 
24 eading in depth to N 46 129 8835 17 11.64 
nderstand the messa e IMU 27 22 81.48 ---------- 05 ---- 18.52 
25 e-reading to consolidate N 46 46 2.46 11 07. 
e ideas in mind 1MU 027 8.89 _--_-_ 03 11.11 
26 eading to qualify IU 146 0.82 28 19.17 
cademically in the field 
----- ---------- ---- 
of dacwa 027 00 00 00 






xamination onl IMU 027 1.85 13 48.15 
42 canning reading to have a lU 146 0.14 29 19.86 
eneral idea about 
----- certain to is IMU 027 1.48-- 05 18.52 
Table 7.13: Micro-skills connected to reading skill 
These micro-skills as a group under the umbrella of the reading skill have received the 
consideration of the majority from among other categories as shown previously in 
Figures Nine and Ten above, though these micro-skills do not have the same level of 
importance within the same category. There were different viewpoints on the 
importance of each micro-skill expressed among the candidates in both universities; 
however, all the micro-skills in this category were considered highly as important to 
their study. They received between 100% and 51.85% of the candidates' attention. 
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In short, reading and its relevant micro-skills came in first place. The best way 
forward for the students of dacwa to improve their knowledge of Islam is to read 
religious texts of all kinds, in particular the Qur'an, hadith and other genres of religious 
literature. The researcher calculated that there were ten textbooks on the reading list for 
the first level students of dacwa at the Islamic University and about sixty three items 
which students need to refer to as secondary sources. All these books are written in 
Classical Arabic, the style which is different from what the students are normally 
acquainted with. Moreover, students need to be qualified in several reading strategies in 
order to cope with juridical texts. They need to deduce evidence and rules from the texts 
as well as to recognise the different views on controversial issues related to social 
matters and business transactions for instance. 
In conclusion, the training of da'wa candidates is based, to a considerable 
degree, on reading strategies and techniques. Their future tasks are not similar to those 
in other jobs such as teachers, or other professions; they are looked on as people who 
understand Islam correctly and can deliver the message clearly and intelligently. 
II. Micro-skills related to the writing skill 
Writing is another important skill to any student irrespective of his/her field of study. 
Although writing essays is not popular in the Saudi Educational System, students of 
dacwa need primarily writing skills to write answers in examination situations as well 
as answering questions in short essay form. 
In this context, five micro-skills (see Table 7.14) were given to the candidates 
who were asked to assess their importance to da`wa. The results are expressed below: 
code micro-skills university sample important of important 
size freq. % freq. % 
28 summarising the main points 
_____ 
IU 146 95 65.07 5 1 34.93 
from a written text IMU 027 22 81.48 - ----- 
1 
- -- 05 ------- - 18.52 
29 summarising lectures, N_ 146 103 70.55 43 29.45 
discussions and debates MU 027 Ti 66.67 09 33.33 









relatinto dacwa IMU 027 22 
------- 81.48 -------- 05 -------- 18.52 






77.40 33 22.60 
examination questions 1MU 027 22 81.48 -------- 05 -------- 18.52 
33 using grammar correctly in IU 146 1.51 2 
academic writing IMU 027 
- 
. 30 01 03.70- 
Table 7.14: Micro-skills connected to writing skill 
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Using grammar correctly in academic writing recorded the highest importance, 96.30% 
(IMU) and 81.51% (IU). All other micro-skills received more than 65%, which reflects 
the importance attached to these strategies. 
What is perhaps a bit surprising is that the ability of writing examination 
answers (no. 32) received the attention of 77.40% of the IU and 81.48% of the IMU 
candidates, whereas it was expected to receive 100%, being so crucial to the students' 
pass or failure in their course modules. There is, however, a concern about some 
students who take written exams rather less seriously than is expected because in the 
past we experienced some students whose knowledge of dacwa and Islam was poor and 
who relied on notes taken by their peers during the year which they memorised two 
weeks before the examinations and managed to pass their examinations. This suggests 
that a lot of the courses in the faculties are fixed to examine learning from memory 
rather than using thinking skills. 
III. Micro-skills related to the listening skill 
Unquestionably, the listening skill is fundamental to any one who wishes to learn a 
foreign language. Although we are dealing here with candidates who have already 
completed the TAFL programmes they still need it in their study of dacwa in order to 
follow lectures tailored to a higher academic level, to listen to audio-cassettes and other 
Islamic discourse activities. Attitudes to the listening micro-skills are shown in Table 
7.15 below: 
ode micro-skills university sample important of important 
size freq. % fre % 
34 understanding someone IU 146 116 79.45 30 20.55 talkin to u ----------- IMU --------- 07 --------- --------- . 
1o I 
35 extractininformation N 146 32 74 50 78 from radio and television 1ML1 027 
- 
96 . 
36 understanding a lecture in your area lU 146 . 77 31 21.23 of specialism 
itin down the main points IMU 027 11 -- 40.74 -- 16 - 59 26 37 understanding and following a 4 45 
. 
30. 
conversation in class d __ 59 02 07.41 38 un erstandingthemain 
- 
. 82 28 19.18 
; 
77-, 
OP'cs ()f a lecture -i 1 G. \ . - . 26 10 37.04 
I I, -, - -- " -Licro-skills related to listening skill 
The ability to understand the main topics of a lecture (no. 38) was considered vital to 
80.82% of the IU candidates whereas for the IMU candidates understanding and 
following a discussion in class was rated top priority (92.59%). Other micro-skills 
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ranged between 79.45% and 40.74% in importance. What we need to highlight here is 
the ability to extract information from radio and television which was given low priority 
by IU 49.32% and the IMU candidates 62.96%, the result of which, in our case, reflects 
the candidates' environment. This is due to the strict surveillance of universities like the 
Islamic University which do not allow television or video in student residences though 
radio is permitted if students listen to the reciting of the Qur'an. However, students are 
given opportunities at the IMU campus to watch male sports and news, but any music 
programmes or programmes involving women are prohibited. 
IV. Micro-skills related to the speaking skill 
The art of expressing oneself coherently and generally speaking intelligently in Arabic 
is one of the most important skills that students of dacwa should acquire. Not only is it 
crucial during the term the student is studying in Saudi Arabia to know how to use 
Arabic correctly and academically but as a transferable skill he would need to apply this 
skill in the future if he were to attend conferences conducted in Arabic. The result of 
this group of micro-skills are presented below: 
ode micro-skills univ sample important not important 
ersi size freq. % freq. % 








in the field of dacwa IN1U 027 24 88.89 03 11.11 
40 delivering a speech that you have IU 146 110 75.34 36 24.66 
prepared yourself in the field --------- --------- ------- ---- ------- -------- 
ofdacwa 
U 027 21 77.78 06 22.22 
41 expressing and defending N . 7- 




Table 7.16: Micro-skills related to speaking skill 
As shown above, 81.51% of the IU and 88.89% of the IMU candidates consider 
discussing topics and presenting arguments in the field of dacwa (no. 39) as essential. 
To some extent this is true because teachers are the first verbal source for their students: 
several teachers have a very rich experience in this field through which they attract 
students to fruitful discussion. 
le V. The vocabulary 
The nature of the specialised terminology in the field of dacwa requires memorisation 
and a lot of practice. Teachers of dacx'a at the Islamic University in Al-Madina 
complained about the lack of vocabulary that their students manage to memorise and 
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use during the academic year. The researcher was told by the Dean of the Faculty of 
Dacwa at the Islamic University that teachers in general face difficulties with students 
that graduate in TAFL: the vocabulary output is generally not good let alone one in a 
specialised vocabulary such as dacwa: it severely obstructs progress, at least in the first 
year of their study. Remedial (evening) classes were organised to remedy the situation. 
In the following, Table 7.17, we see that understanding da`wa terminology 
(no. 22) is for 81.51% of the IU and 88.89% of the IMU students fundamental and 
correct usage of such terminology in writing was important for 73.97% of the IU and 
for 81.48% of the IMU. 
ode abilities university sample important not important 
size freq. % fre . 
22 understanding dacwa 
iu 151 151 27 18. 
---- terminolo IMU 
- 
8.89 03 11.11 




---- terminolo when writin IMU 1.48 05 18.52 
Table 7.17: Strategies related to vocabulary 
7.5: 1: 1 Summary 
In Table 7.18 below we find that the micro-skills students considered as most important 
in the field of dacwa are relating to: a) reading skill (81.82%), they mainly stressed 
scanning material, understanding the author's main views, information on the context, 
extracting evidence, consolidating ideas by re-reading texts; b) vocabulary (100%), 
understanding and using the correct terminology; c) speaking (66.67%), engaging in 
discussions and delivering a speech; and, d) writing (60%), using grammar correctly 
when writing essays and examination answers. 
ode the most important micro- skills univ sample important of important 
ersity size fre . % 
17 reading fluently texts IU 146 







set by the lecturer IMU 027 
r25 
92.59 02 07.41 
18 extracting evidence N 146 89.72 15 10.27 
from Islamic texts 88.89 03 11.11 
20 intensive reading to IU 146 122__ 83.56 24----- 16.43 
extract most of the information from the IMU 027 20 74.07 07 25.93 
text 
21 reading to understand the writer's IU --- ---- 
146 







oint of view on a controversial issue IMU 027 25 92.59 02 07.41 




l. 5l 27 18.49 
---- IMU 027 
. 
89 03 11.11 
3 reading to discuss ideas U __ 
146 
- 
. 13 2 IMU 027 0 




understand the message --------- IMU --------- 027 -------- 22 -------- 81.48 -------- 05 ------ 18.52 









the ideas in mind IMU 027 24 --- 88.89 -------- 03 -------- 11.11 







the field of dacwa 1MU 27 27 100 00 00 





-------- .9 terminolo when writin IMU 027 22 48 05 18.52 







relatin to dacwa 1MU 027 
- 
22 48 ------- 05 --- 18.52 









examination questions 1MU 027 22 . 
48 ---- 05 --- 18.52 









academic writing IMIJ 027 . 30 
------- 01 03.70 




146 . 4 
conversa tion in class IMU 027 . 
59 02 07.41 
39 your ability to argue 
- 
.5 
in the field of dacwa ýN 027 . 
89 03 11.11 
4 delivering a speech that you have IU 146 . 34 36 24.66 
prepared yourself in the field --------- --------- -------- -------- ------- ------- 
ofdacwa 1MU 027 21 77.78 06 22.22 









idea about a certain topic IMU 027 
- 
22 81.48 05 18.52 
Table 7.18: The most important micro-skills required by dacwa specialism 
7.5: 2 Competence of the candidates in the above necessities 
The necessity of the above micro-skills (see Tables 7.13 to 7.17) is not an adequate 
justification for either considering or ignoring them in a course for Teaching Arabic for 
Academic Purposes. In designing such a course it would be important to know whether 
the candidates' competence needs to be improved or whether it is sufficient already. 
Consequently, the aim now is to assess the competence of candidates in the micro-skills 
discussed above. 
To a considerable extent, micro-skills related to reading and vocabulary have 
been pointed out to be as important; hence, we will see how students perform with such 
micro-skills. The competence here is going to be expressed in terms of whether the 
candidates are satisfied or not about their level of competence in various micro-skills 
and strategies. Tables 7.19a and 7.19b give an overview of the competence level of the 
students in the micro-skills and strategies that were mentioned in Tables 7.13 to 7.17 
above. 
Islamic University, total number is 146 




fre . % freq. % freq. % 
17 reading fluently texts set by the lecturer 37 25.34 41 28.08 68 46.58 
18 extracting evidence from Islamic texts 25 17.12 44 30.14 77 52.74 
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19 reading a text to extract specific information 19 13.01 47 32.19 80 54.80 
20 intensive reading to extract most of the 
information from the text 
23 15.75 42 28.77 81 55.50 
21 reading to understand the writer's 
point of view on a controversial issue 
17 11.64 33 22.60 96 65.75 
22 understanding da`wa terminology 33 22.60 53 36.30 60 41.10 
23 reading to discuss ideas 22 15.07 36 24.68 88 60.27 
24 reading in depth to understand the message 20 13.70 42 28.77 84 57.53 
25 re-reading to consolidate the ideas in mind 55 37.67 50 34.25 41 28.08 
26 reading to qualify academically 
in the field of da`wa 
35 23.97 49 33.56 62 42.47 
27 reading to pass examination only 37 25.34 30 20.55 79 54.10 
28 summarising the main points from a written text 54 36.99 57 39.04 35 23.97 
29 summarising lectures, discussions and debates 46 31.51 59 40.41 41 28.08 
30 correct usage of da`wa terminology when writing 27 18.49 50 34.25 69 47.26 
31 writing short reports relating to da`wa 45 30.82 52 35.62 49 33.56 
32 writing answers to examination questions 37 25.34 68 46.58 41 28.08 
33 using grammar correctly in academic writing in the 
area of your specialism 
36 24.68 62 42.47 48 32.88 
34 understanding someone talking to you 74 50.68 44 30.14 28 19.18 
35 extracting information from radio and television 58 39.72 48 32.88 40 27.40 
36 understanding a lecture in your area of specialism and 
writing down the main points 
57 39.04 49 33.56 40 27.40 
37 understanding and following a conversation in class 71 48.63 45 30.82 30 20.54 
38 understanding the main topics of a lecture 59 40.41 53 36.30 34 23.29 
39 your ability to argue in the field of da`wa 60 41.10 48 32.88 38 26.03 
40 delivering a speech that you have 
prepared yourself in the field of da`wa 
56 38.36 47 32.19 43 29.45 
41 expressing and defending your point 
oview in your area of specialism 
60 41.10 61 41.78 25 17.12 
L42 
scanning reading to have a general idea about a certain 
tonic 
27 18.49 45 30.82 74 50.69 
Table 7.19a: Candidates' competence in the needed micro-skills (IU) 
Imam University, total number is 27 




freq. % freq. % freq. % 
17 reading fluently texts set by the lecturer 5 18.52 8 29.63 14 51.85 
18 extracting evidence from Islamic texts 3 11-11 9 33.33 15 55.56 
19 I reading a text to extract specific information 8 29.63 2 4.41 17 62.96 
20 intensive reading to extract most of the 
information from the text 
9 33.33 3 11.11 15 55.56 
21 reading to understand the writer's 
point of view on a controversial issue 
7 25.93 4 14.82 16 59.26 
22 understanding da`wa terminology 5 18.52 4 14.82 18 66.67 
23 reading to discuss ideas 8 29.63 6 22.22 13 48.14 
24 reading in depth to understand the message 5 18.52 5 18.52 17 62.96 
25 re-reading to consolidate the ideas in mind 13 48.14 4 14.82 10 37.04 
26 reading to qualify academically 
in the field of da`1+wa 
3 11.11 15 55.56 9 33.33 
27 reading to pass examination only 3 11.11 14 51.85 10 37.04 
28 summarising main points from a written text 6 22.22 18 66.67 3 11.11 
29 summarising lectures, discussions and debates 3 111-11 1 19 70.37 5 18.52 
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30 correct usage of da`wa terminology when writing 7 25.93 8 29.63 12 44.44 
31 writing short reports relating to da`wa 9 33.33 9 33.33 9 33.33 
32 writing answers to examination questions 6 22.22 9 33.33 12 44.44 
33 using grammar correctly in academic writing in the 
area of your specialism 
0 0 9 33.33 18 66.67 
34 understanding someone talking to you 7 25.93 16 59.26 4 14.82 
35 extracting information from radio and television 4 14.82 15 55.56 8 29.63 
36 understanding a lecture in your area of specialism and 
writing down the main points 
9 33.33 12 44.44 6 22.22 
37 understandin and following a conversation in class 5 18.52 18 66.67 4 14.82 
38 understanding the main topics of a lecture 16 59.26 8 29.63 3 11.11 
39 your ability to argue in the field of da'wa 9 33.33 13 48.14 5 18.52 
40 delivering a speech that you have 
prepared yourself in the field of da`wa 
3 11.11 11 40.74 13 48.14 
41 expressing and defending your point 
of view in your area of specialism 
6 22.22 18 66.67 3 11.11 
42 scanning reading to have a general idea about a certain 
topic 
6 22.22 4 14.82 17 62.96 
Fable 7.19b: Candidates' competence in the needed micro-skills (IMU) 
From Tables 7.19a and 7.19b we can observe that the majority of the students of both 
universities were not happy with their reading skill while for the writing, listening and 
speaking macro-skills students expressed satisfaction. As for the vocabulary, in general 
an average of 50% was unhappy. 
In order to understand the overall picture of the competence of the students in 
the five areas mentioned above we present the following figure: 
80.00% 
60.00% 
40.00%   satisfactory 
0 not satisfactory 
20.00% 
0.00% 
reading v%nting listening speaking vocabulary 
Figure Eleven: Candidates competence in the five concerned areas 
Taking the reading macro-skill separately we examined in some detail strategies or 
micro-skills related to it (Table 7.20); we did this in order to establish a pattern to show 
which of the micro-skills is considered satisfactory or not. 
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code reading micro-skills university ample satisfactory not satisfactory 
size freq. % fre . % 
17 reading fluently texts N 
-------------- 
146__ 




- . - 
68 46.58 
set by the lecturer IMU 027 13 i. f 48.15 -- ---- __ _ 14 51.85 





--- .7 from Islamic texts IMU 027 12 44.44 56 
19 reading a text to extract N 146 66 45.1 
- 
7 
s ecific information IMU 027 10 37.04 96 







extract most of the information IMU 027 12 --- 44.44 15 55.56 
from the text 
21 reading to understand the lU 146 50 34.25 96 65.75 
writer's point of view on 
-------------- -------- ------- -------- ---------- -------- a controversial issue IMU 027 11 40.74 16 59.26 
23 reading to discuss ideas N 146 58 39.73 88 60.79 
IIvN 027 14 51.85 13 48.15 




42.47 84 57.53 
understand the message IMU 027 - 10 _ 7.04 37. -0-4--- 17 62.96 





the ideas in mind IMU 7 62.96 ---------- 10 ---- 37.04 
reading to qualify academically IU 4 57.53 62 42.47 
in the field 
------- --- ---------- - 
of dacwa IMU 18 66.67 9 
--- 33.33 









examination only IMU 17 62.96 -- ------- 10 ---- 37.04 
42 scanning reading to have a IU 2 49.32 74 50.68 
general idea about 
------- -- ----- a certain to is IMU 10 37.04 ----- 17 ---- 62.96 
Table 7.20: The competence in reading micro-skills 
In all the above micro-skills (nos. 17-21,23-24,27 and 42) there is definitely concern 
among students of both universities: more than 50 % of students claimed that they are 
not satisfied. With regard to "re-reading to consolidate ideas" (no. 25) and "reading in 
general to qualify academically in the field of dacwa" (no. 26) students seemed to be 
happier as shown in Table 7.20 above. 
7.5: 3 Lacks 
The gap between the necessity of the above micro-skills and the competence of the 
candidates in such micro-skills is interpreted as a lack in the candidates' proficiency 
level in Arabic. This lack should be diagnosed in order to enable the designer to 
establish the needs of the students clearly and prepare the appropriate remedy to 
improve the proficiency level of the students in Arabic relevant to their study. 
Below, we compare those micro-skills considered necessary (Table 7.18 above) 
by the candidates with their competence in them (see Figure Eleven above). The focus 
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here is on the "not satisfactory" level in comparison with those that are "important" as 
we need to determine what the lacks are. 
I. Micro-skills related to the academic reading 
code reading micro-skills university ample important not satisfactory 
size freq. % freq. % 









set by the lecturer IMU 027 25 92.59 ---------- 14 51.85 











from Islamic texts 1MU 027 24 88.89 - ------ 15 ---------- 55.56 









specific information IMU 027 18 66.67 ------- 17 _-- 62.96 
20 intensive reading to N__________ 146___ 122 83.56 81 55.49 
extract most of the information IMU 027 ___ 20 _ __ 74.07 ------- 15 55.56 
from the text 
21 reading to understand the IU 146 98 67.12 96 65.75 
writer's point of view on 
-------------- -------- ------ ------- - - - - ---------- ---- a controversial issue IMU 027 25 2.59 9 2. 5 9 16 ------ 59.26 
23 reading to discuss ideas N_ 
--------- 
146____ 






IMU 027 27 100 ------- 13 48.15 











understand the message 1MU 027 22 i2 81.48 81 . 48 
-- 17 ---------- 62.96 









the ideas in mind IMU 027 24 --- 88.89 ---------- 10 ---------- 37.04 
26 reading to qualify academically IU 146 118 80.82 62 42.47 
in the field 
-------------- ------- 
of dacwa U 
- 027 -------- 27 -------- 1 100 -6 --------- 9 --- - 33.33 33.33 
27 reading to pass 
_ - 
54.79 4.79 79 54. 
examination only ---- --- 51.85 ---------- 10 ---- 37.04 
42 scanning reading to have a 
- 
13 77.39 74 50.68 
general idea about 
------ --- ------ a certain to is 2 81.48 ---- 17 ---- 62.96 
Table 7.21: The lack in reading micro-skills 
The above table reveals an interesting comparison: we noted that the micro-skill of "re- 
reading to consolidate ideas" (no. 25) was indicated not satisfactory for an average of 
32.56% from both universities which means that the majority of the students (67.44%) 
are happy with their proficiency level. The researcher totally supports this result 
because reading several times a text may not be considered a proficiency as such; it is 
simply exercises the memory, a technique so popular in Saudi. Of course we do not 
include the Qur'an and hadith, verses or lines which need to be memorised in the field 
of dacwa. As for the micro-skill of "reading to pass examination" (no. 27) an average of 
less than 50% of the students of IU and IMU thought it was not good. 
In short, all the micro-skills connected to the reading skill were considered 
essential and 50% and more pointed out that they are not satisfied with their proficiency 
level in nine of these micro-skills (i. e. 17,18,19,20,21,23,24,26 and 42, Table 7.21 
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above). Hence, one of the primary results of the main field study indicates that the 
reading skill should be taken more seriously in particular with an area of study such as 
that of da"wa; this concern will be taken into account on designing a TAAP course in 
Chapter Ten. 
II. Micro-skills related to academic writing, listening, speaking and vocabulary 
Although some micro-skills related to writing and speaking were considered necessary 
in the study of dacwa (Table 7.18), more than 50% of the students of both universities 
are content with their level of proficiency (see Tables 7.22a and 7.22b below); that 
means students are able to perform progressively in these macro-skills. As for 
vocabulary, it was found, to some extent, to be an area of difficulty even though the 
candidates who form slightly more than 50% showed satisfaction. More details are 
listed in the table below: 
Islamic University 
total number is 146 
ode micro-skills macro-skills important not satisfacto 
and vocabulary freq. % freq. % 
writing 
28 summarising the main points 95 65.06 35 23.97 
from a written text 
29 summarising lectures, discussions 103 70.54 41 28.08 
and debates 
31 writing short reports relating to 115 78.76 49 33.56 
dacwa 
32 writing answers to examination 113 77.39 41 23.97 
questions 
33 using grammar correctly in 119 81.50 48 32.88 
academic writing 
listening 
34 understanding someone talking to 116 79.44 28 19.18 
you 
35 extracting information from radio 72 49.30 40 27.40 
and television 
36 understanding a lecture in your 115 78.76 40 27.40 
area of specialism and writing 
down the main points 
37 understanding and following a 101 69.17 30 20.55 
conversation in class 
38 understanding the main topics of a 118 80.82 34 23.29 
lecture 
speaking 
39 your ability to argue in the field 119 81.50 38 26.03 
of dacwa 
40 delivering a speech that you have 110 75.33 43 29.45 
prepared yourself in the field of 
dacwa 





22 understanding dacwa 119 81.50 60 41.10 
terminology 
30 correct usage of dacwa 108 73.96 69 47.26 
terminology when writing 
Table 7.22a: Lacks in writing, listening, speaking and vocabulary (IU) 
Imam University 
total number is 27 
ode micro-skills macro-skills import ant not satisfactory 
and vocabulary fire q. % fire q. % 
writin 
28 summarising the main points 22 81.48 03 11.11 
from a written text 
29 summarising lectures, discussions 18 66.67 05 18.52 
and debates 
31 writing short reports relating to 22 81.48 09 33.33 
dacwa 
32 writing answers to examination 22 81.48 12 44.44 
questions 
33 using grammar correctly in 26 96.30 18 66.67 
academic writing 
listening 
34 understanding someone talking to 17 62.96 04 14.81 
you 
35 extracting information from radio 17 62.96 08 29.63 
and television 
36 understanding a lecture in your 11 40.74 06 22.22 
area of specialism and writing 
down the main points 
37 understanding and following a 25 92.59 04 14.81 
conversation in classes 
38 understanding the main topics of a 16 59.26 03 11.11 
lecture 
speaking 
39 your ability to argue in the field 24 88.89 05 18.52 
of dacwa 
40 delivering a speech that you have 21 77.78 13 48.15 
prepared yourself in the field of 
dacwa 
41 your point of view in your area of 19 70.37 03 11.11 
specialism 
vocabulary 
22 understanding dacwa 24 88.89 18 66.67 
terminology 
30 correct usage of dacwa 22 81.48 12 44.44 
terminology when writing 
Table 7.22b: Lacks in writing, listening, speaking and vocabulary (IMU) 
From the above discussion we note that there is a gap '5etween micro-skills that students 
pointed out as necessary in their study and their actual competence: the weaknesses 
identified are fluency reading (no. 17), extracting evidence from Islamic texts (no. 18), 
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intensive reading (no. 20), reading to understand the writer's point of view on a 
controversial issue (no. 21) reading to discuss ideas (no. 23), reading in depth to 
understand the message (no. 24), scanning reading to have a general idea about a certain 
topic (no. 42); in terms of writing areas of difficulty were in using grammar correctly 
(no. 33); for speaking and listening there were no gaps; and, with regard to vocabulary, 
we have a weakness in understanding dacwa terminology. 
7.6 Methodological needs 
Four areas are covered under this heading: classroom size, method of learning, error 
correction and teaching aids. Each area will be discussed in detail as follows: 
7.6: 1 The classroom size 
We asked students to tell us from their experience in Arabic as a Foreign Language how 
they would wish to have a course in Arabic organised on an individual basis, in pairs, 
small or large groups. Students were asked to choose only one option of the five in 
Table 7.23: 
code classroom size ample freq. % 
university size 





-------- IMU 27 00 00 







-- - -- member IMU 27 ---- 03 - -- - 11.11 
43/3 in a small group N 146 
----- 
58 
------ - - 
39.73 
- 27 1 1 40.74 





26 26- . 71 -------- members DAU 27 11 40.74 
43/5 any number of N__________ 146__ 25 ___ 
1 
_17.12 students IMU 27 02 07.41 
Table 7.23: The class size 
A normal classroom size in the Saudi TAFL programmes is between 20 and 30 students, 
a number, in the researchers opinion, which is too high for any foreign language course. 
However, the result of the above question (no. 43) did not give us a definite size with a 
majority. Small and normal classroom size was indicated most, but by less than 50%. 
As a course designer or as a teacher, I would suggest classes with less than 20 students 
for the TAAP course. 
7.6: 2 Methods of learning 
Our next concern was learning methods; we needed to know how students apply 
themselves to assimilating material on a routine basis. We therefore asked them what 
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method they used in the learning process: listening and note taking, listening, writing 
what has been read or heard, memorising, writing new words and expressions, frequent 
reading and/or copying from the board? The candidates were asked to choose one or 
more of the methods listed in Table 7.24 below: 
code methods of learning university sample freq. % 
size 







---------- IMU 27 22 81.48 






74 . 74 IMU 27 - 25 . 59 44/3 reproducing what you have read N 146 61 . 78 
IMU 27 17 
. 
96 
44/4 repeating what you have listened to N 146 71 . 
63 
IIVIU 27 21 78 78 
44/5 Independent study N 146 72 31 
IMU 27 27 
- 
. 00 44/6 memorising 
IMU 27 27 
. 
00 
44/7 writing what you hear 
IMU 27 19 37 
44/8 writing new words and expressions N 146 74 6 







---------- IMU 27 27 100.00 





IMU - - 27 -------- 21 --------- 77.78 
Table 7.24: Methods of learning 
Traditional methods such as learning by heart, repeating what you hear, copying what 
you have read and copying from the board are well known among Saudi students. Our 
candidates, coming from different backgrounds from around the world are equally 
accustomed to this style of learning. Less than 50% of the IU candidates chose copying, 
repeating what they hear and independent search for information, whereas IMU 
candidates excluded none of the methods. Their judgement was influenced by their 
experience, educational background and personal strategies of learning. We then asked 
them to choose three methods which they saw, in their opinion, as most appropriate in 
their field of study. From among the IU students, 73 (50%) chose frequent reading, 75 
(51.37%) memorising and 56 (38.36%) listening and note taking; 16 (59.26%) of the 
IMU candidates chose frequent reading, 13 (48.19%) writing new words and 
expressions, and 11 (40.74%) learning by heart. Common to both universities were 
frequent reading and memorising: reading, in particular, is needed by students of dacwa 
as they are expected to read frequently and continuously Classical and Modern Arabic 
sources for their study and, of course, vocabulary building. 
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7.6: 3 Error correction 
This is a sensitive area because it is related to the learners' attitude to learning and 
personality. Teachers must be aware of this sensitivity, especially teaching adult 
learners. In this context, candidates were asked to choose the preferred way of 
correcting to be applied if they made errors in class or assignments, Table 7.25 shows 
their responses: 
code preferred way of correction 
_ 
university sample size freq. % 







IMU 27 7 25.93 





IMU 27 11 _ 40.74 
46/3 in private, at the end of N 
____________ 
146 35 23.97 
the class session IMU 27 ------------- ---- -6 ------ 22.22 
46/4 at the end of the class N 146 6 4.11 
session with colleagues 1MU 27 ----- 3 --------- 11.11 






--------- IMU 27 0.00 0.00 
Table 7.25: Ways of error correction 
31.51% of the IU and 25.93% of the IMU students preferred the immediate and 
individual error correction method. This method is highly recommended in the field of 
foreign language teaching though it is difficult to apply in large classes. Correcting 
mistakes at the end of the lesson in private is another recommendation which was 
considered favourably by 23.97% of the IU and by 22.22% of the IMU candidates. 
What is unusual is that 57 out of the 146 IU students and 11 out of the 27 IMU students 
opted to have their errors corrected in front of their peers; this is a result, we understand, 
of their training and upbringing in religious humility and acceptance of human equality. 
7.6: 4 Teaching aids 
We inquired about teaching aids to see how familiar students were with using audio- 
visual equipment, language laboratory, computers, and reading sources such as 
newspapers and magazines, Table 7.26: 
code type of aids university sample size freq. % 
47/1 language laboratory fu 
-------------_ 
14- 103 70.55 
IMU 27 20 -- 74.07 
47/2 audio visual N 
- 
146 120 82.19 
IMU 27 24 88.89 




47/4 newspaper and N 
_____-146 
83 
---56.85 ma azines IMU 27 26 96.30 
47/5 computers 
------ ----------- IIvAJ 27 4 14.81 
Table 7.26: Teaching aids 
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The language laboratory seems to be popular (IU 70.55% and IMU 74.07%); 
newspapers and magazines had also obtained good responses with the IMU students 
favouring their use (96.30%) and 56.85% of the IU students seeing any relevance to 
their importance. We asked the candidates (question no. 48) if they thought that such 
aids would be useful in any TASP course: there was an overwhelming positive response 
from IMU (100%) and a slightly lower one from IU (91.78%). 
7.7 Time and Location of a TAAP course 
In order to identify location and time of a course in Arabic for Academic Purposes, we 
asked students what would be the preferred time and place for a course in Arabic for 
Academic Purposes. 
Our question (no. 49) regarding the time was to find out when students actually 
felt ready to have a course in Arabic in their specialism. We asked them: Would you 
prefer a course to improve your Arabic in the field of dacwa? The answer of the 
question is as follows: . 
no. time of the course university sample size freq. % 






ro amme IMU 27 05 8.52 
49/2 during the dacwa 14- 56 
- 
ro amme 27 13 8.15 






ro amme -- 27 09 ---- 33.33 
Table 7.27: Preferred time for the 'I'ASP course 
IMU (48.15%) and IU candidates (38.36%) think they would need a course during their 
dacwa programme in order to be more experienced in the field: this would give them an 
opportunity to practise their Arabic in real situations. The IU students indicated that 
such a course prior to the dacwa programme could be beneficial (45.21%) while the 
IMU students seemed to think otherwise (18.52%). 
The researcher believes that the ideal time for organising a course for Teaching 
Arabic for Academic Purposes for the students of dacwa is during the first semester of 
the academic year of the dacwa programme. 
Students were asked to suggest a place where the course could be run from a list 
of four. Table 7.28. 
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ode place university sample size freq. % 







IIvIU 27 - 15 ---------------- 55.56 
50/2 Faculty of Dacwa IU 
- IIVIU 27 00.00 
50/3 students' club N 146 13.70 
-- IMU 27 5 --------- 18.52 







----- - IMU 27 7 - --------- 25.93 
Table 7.28: Preferred place for the TASP course 
The figures above confirm that the TAFL Institute is the most suitable place for a TAAP 
course to be run. As seen in the table, 58.90% of the IU and 55.56% of the IMU 
students' responses supported this option. It is also supported by the fact that it is the 
only place in the university which has all the facilities and equipment that could be used 
for teaching Arabic as a foreign language. 
7.8 Subjective needs profile 
This Chapter can be achieved by referring to Table 7.29, from which we can state the 
following overall results: 
no. area of analysis items covered findings 
I earners' 1. age adults 
ackground 2. nationality world-wide 
3. mother tongue various 
4. qualifications S. S. C + 
5. years of studying Arabic 2 years + 
II earners' I. motives religious 
motives and academic 
attitudes 2. attitudes towards past-TAFL: negative 
academic writing inadequate 
reading dacwa literature inadequate 
listening to lecture inadequate 
conversation inclass inadequate 
practising khgdba inadequate 
3. attitudes towards TASP positive 
III earners' 1. current wants, using Arabic for dacwa study 
general needs 2. future needs, using Arabic for k/iitaba 
reading 
3. deficiency analysis: reading time consuming 





2. competence, not satisfactory reading 
vocabulary 
3. lacks: overall results reading 
vocabulary 
V ethodological 1. classroom size small groups 
eeds with all class 
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2. methods of leaming no specific 
3. error correction no specific 
4. teaching aids no specific 
VI when & where 1. time of the course during the dacwa 
I112. place of the course TAFL Institute 
Table 7.29: The subjective needs profile 
7.9 Conclusion 
We conclude from the questionnaire that dacwa students come from forty countries 
with different linguistic backgrounds; they have attended a two-year course in Arabic 
prior to studying dacwa. In general they were not satisfied with the TAFL course, 
pointing out weaknesses in the macro-skills of reading, writing, speaking and listening. 
The proportion of a course in Arabic for Academic Purposes was welcomed 
enthusiastically as their current need is to use Arabic sufficiently in their profession of 
dacwa. Their future needs are to use Arabic in academic reading and discussing Islam. 
The analysis shows that students spent a longer time on reading. Regarding the learners' 
specific needs, students considered reading, vocabulary, speaking, writing and listening 
as highly important in studying dacwa, though they indicated that the lack of skills in 
reading and vocabulary were obstructing their progress. 
Attending an Arabic for Academic Purposes course in small groups is 
considered ideal and students expressed their wish to see such a course during the 
academic year, preferably at the TAFL Institute. 
In Chapter Eight we will look into needs from an objective perspective by 
analysing the diagnostic test results. 
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CHAPTER EIGHT 
Interpreting the results of the diagnostic test 
8.1 Introduction 
In this Chapter we will look into the learners' needs from an objective perspective, i. e. 
the needs identified by the diagnostic test. It is an attempt to assess the needs of the 
students in terms of analysing the deficiency in certain skills or abilities. The results will 
be compared with those of the questionnaire and see whether there is a relationship 
between the subjective and the objective needs of the students. That would give a 
validity to the students needs as well as confirming the validity of the instruments used 
in the needs assessment process. 
The results of the diagnostic test are interpreted below according to specific 
principles; at the end of the Chapter, we consider a post-language test interview 
evaluating the test from the students' point of view. 
8.2 Analysing and interpreting the results 
The test was designed to assess the academic abilities of reading, writing and speaking 
for the purpose of studying dacwa at the Islamic University (Al-Madina) and Imam 
University (Riyadh). We will, therefore, evaluate the strengths and weaknesses of the 
students in order to identify their needs. 
Interpreting the results should serve the aims of the test which are in turn section 
of the aims related to the First Year Students of Dacwa (FSD) (Chapter Six, 6.5: 2). The 
language test is not an end in itself but is considered as an important factor in order to 
diagnose the students' deficiencies which will be remedied in the course designed for 
Arabic for Academic Purposes. Hence, the results will be taken as an indicator of the 
students' level in reading, writing and speaking for academic purposes in the discipline 
of dacwa at both universities. 
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Principles of the analysis and interpretation 
The principles of the analysis and the interpretation of the results of the test will run as 
follows: 
1. We determine the level of the students in the reading test by calculating the scores 
gained by the students. The total maximum score is 34. Students obtaining between 29 
and 34 are "excellent" and there is no great need for them to attend a course to improve 
their academic reading; students gaining between 18 and 28 are "good" but need to 
improve their level; and finally, students who scored less than 17 are considered to be 
"weak" and therefore must attend a course. 
2. If the number of the students who scored 28 and less is the majority we have in this 
case to investigate the results of the students in each group of the questions. This 
investigation is to determine in which strategies and abilities students are weak. 
3. The students were asked to write 250 words in two separate essays. Hence, all the 
results will be considered in the light of the assessment criteria to establish the overall 
level of the students in academic writing. The essays will be assessed on the basis of a 
seven-band criteria (8.2: 2: 1). In the case of the majority not meeting the criteria a 
diagnostic assessment would take place in order to determine strengths and weaknesses 
of the candidates in the area of academic writing skills. 
4. The results of the speaking test will be evaluated by certain criteria which take into 
account factors such as pronunciation, grammar, intelligibility and so on (8.2: 3: 1). 
Again if the overall result indicates that "fair" and "weak" students are the majority, an 
inspection will be made to identify the problem. 
5. When the results of the three tests take their final shape we will nominate which is 
the most needed skill (8.4). 
8.2: 1 Reading test 
The reading test was divided into five main sections (see Appendix H); the focus of 
each section was as follows: 
Section A, strategies of overviewing, understanding the main points and the 
organisation of a certain passage; these strategies are assessed in three-part questions 
(nos. 1-3), in which the candidates were asked to choose the appropriate sub-titles for 
three sections of the first passage in the reading task. 
Section B, understanding the main points and summarising micro-skills covered by 
thirteen-part questions (nos. 4-16); this was a gap- filling exercise. 
Section C, information-matching micro-skills with nine-part questions (nos. 17-25). 
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Section D, the ability to find the required information with four-part questions (nos. 26- 
29). 
Section E, the ability to understand and interpret statistical information, evaluated 
through seven-part-questions (nos. 30-36). 
8.2: 1: 1 Criteria for the assessment 
We firstly believe that providing students of Arabic for Specific Purposes with learning 
strategies is more advantageous than providing them with specific content. On this 
basis, the result of the reading test will be assessed, depending on their level in the 
reading strategies. As a matter of fact, each group of questions in the test reflects a 
certain strategy or strategies. Bearing this in mind the test will be interpreted according 
to the following criteria: 
1. To look at the test results as a whole. 
2. To identify which group of questions has been correctly answered and which not. 
3. To identify questions that 50% or more of the candidates could not answer correctly. 
The candidates' errors will then be analysed and interpreted to resolve the insufficiency. 
8.2: 1: 2 The overall result 
Fourteen students from IU attended the test, thirteen of them answered the reading test 
as required. The results are as follows: 
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Islamic University, total number is 13 students 
sec. qu. stud ents of IU attended the reading tes t total 




A 1 " " " 0 0 0 06 46.15 
2 " 0 02 15.38 
3 0 0 0 0 0 0 " 0 0 0 0 11 84.62 
B 5 0 0 " 0 0 0 0 " 0 0 0 0 " 13 100 
6 0 0 " 0 0 0 0 41 0 " 0 11 84.62 
7 0 0 0 " 0 O " " 0 0 0 " 12 92.31 
8 " " 0 0 0 0 0 0 0 0 10 76.92 
9 " O " " " " " 0 0 0 0 0 12 92.31 
10 O 0 0 O 0 " 0 0 0 0 0 0 0 13 100 
11 0 0 0 " 0 0 0 0 0 09 69.23 
12 " 0 0 0 0 " 0 0 0 0 0 O 12 92.31 
13 0 " 0 " " 40 0 0 0 0 0 11 84.62 
14 " 0 " 0 0 0 0 " " " 40 0 0 13 100 
15 0 O " " 0 0 0 " 0 " 0 " 12 92.31 
16 " " 0 0 " O 0 0 " 09 69.23 
C 18 " 0 0 " 0 0 0 0 0 0 0 0 12 92.31 
19 " " 0 6 " 0 0 0 " 0 0 0 12 92.31 
20 0 0 0 0 0 0 0 07 53.85 
21 " " 0 O 0 0 0 0 08 61.54 
22 0 0 0 0 " 0 0 0 0 09 69.23 
23 0 0 0 0 0 0 0 0 0 09 69.23 
24 0 0 0 0 0 0 0 0 0 09 69.23 
25 0 " " 0 0 " 0 0 0 0 10 76.92 
D 26 0 " " 0 0 0 0 0 0 0 10 76.92 
27 0 0 0 0 0 0 06 46.15 
28 0 0 0 " 0 0 " 07 53.85 
29 0 0 0 03 23.08 
E 30 0 0 0 " 0 0 0 07 53.85 
31 " " " 0 0 05 38.46 
32 " 0 0 03 23.08 
33 0 0 0 0 0 0 0 07 53.85 
34 0 0 0 0 0 0 06 46.15 
35 0 0 0 0 0 05 38.46 




24 26 27 17 31 22 26 22 22 24 21 19 15 
70.59 76.47 79.41 50 1_18 64.71 76.47 64.71 4.71 70.59 61.76 55.88 44.12 
Table 8.1: The overall result of the IU candidates in the reading test 
(N. B questions number 4 and 17 were answered as examples) 
A close study of the above table reveals that only two out of thirteen (students 4 and 13) 
achieved 50% or less of correct answers, namely, one of them scored 17 out of 34 and 
the other scored 15 out of 34 (see the last two rows of the Table). The rest of the 
students were rated 55.88% or above. It was noticed also that sections A, D and E of the 
reading test were answered by 50% or fewer of the candidates in average; in other 
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words, items 1,2,27,29,31,32,34,35 and 36 were either not answered or were 
incorrectly answered. In fact, items 1 and 2 constitute 66.67% of section A, items 27 
and 29 are 50% of section D, and items 31,32,34,35 and 36 constitute 71.43% of 
section E. Therefore, only two sections B and C were answered correctly by 50% or 
more of the candidates. The case of IMU is not very different from the IU. This can be 
seen from the following Table 8.2: 
Imam University, total number is 5 students 
sections questions students o f IMU attended the readin test total ans. 
numbers 1 2 3 4 5 er u. % 
A 1 0 0 2 40 
2 0 00 
3 0 0 0 3 60 
B 5 0 0 0 3 60 
6 0 0 0 3 60 
7 0 0 0 0 4 80 
8 0 0 0 0 4 80 
9 0 0 0 3 60 
10 0 " 2 40 
11 0 0 0 3 60 
12 0 0 2 40 
13 0 0 0 0 4 80 
14 0 0 0 3 60 
15 " 0 0 0 4 80 
16 0 0 0 0 4 80 
C 18 0 0 " 0 4 80 
19 0 0 0 0 4 80 
20 0 00 
21 0 0 0 0 4 80 
22 0 0 0 3 60 
23 0 0 0 0 4 80 
24 " 0 0 0 4 80 
25 0 1 20 
D 26 0 0 0 0 0 5 100 
27 0 0 0 0 0 5 100 
28 0 0 0 0 4 80 
29 0 0 0 0 4 80 
E 30 0 1 20 
31 0 1 20 
32 0 1 20 
33 0 0 2 40 
34 0 00 
35 0 0 2 40 
36 0 " 2 40 
Total ans. Per stu. 12 29 24 19 11 
percentage 32.29 82.29 70.59 55.88 32.35 
Table 8.2: The overall result of the IMU candidates in the reading test 
(N. B questions number 4 and 17 were answered as examples) 
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The worst results, in terms of incorrect answers, came in section E; surprisingly, section 
D was answered correctly by 80% to 100% of the candidates. We can therefore call Da 
controversial section, whereas sections A and E were predictably incorrectly answered. 
According to the principles and criteria of this analysis, the number of 
candidates who scored between 29 and 34 in the IU was only one (7.69%); that student 
of excellent standard and dose not need any further course. Ten candidates, (76.92%), 
scored between 18 and 28; they were to some extent fine but would need to improve 
their reading abilities. The two candidates who scored 17 or less (15.38%) are weak and 
they really need a course to strengthen their reading abilities. On similar bases only one 
IMU candidate (20%) scored between 29 and 34, a first-class student who does not need 
any TASP course. Two candidates, (40%), are average between 18 and 28 and they 
extremely need a course. The weaker two students (40%) who obtained 17 or less would 
probably have to take a course in reading skills. Three sections (A, D and E), 60%, of 
the total five sections were either not answered or answered incorrectly by 50% or more 
of IU candidates. For the IMU, two (A and E), (40%), of the total five sections were 
either not answered or answered incorrectly by 66.67% or more of the total candidates. 
We have therefore, in the light of what has been briefly discussed above, taken sections 
A, D and E for further investigation. 
8.2: 1: 3 Diagnostic assessment of the reading errors 
Reading is the essential skill required by the students of any language programme for 
academic purposes (Robinson 1991: 102). Reading in this sense is not a single skill; 
there are in fact different techniques attached to the reading skill according to the 
different purposes of each reading task and the reader's aims. 
Accordingly, our reader in this context should be able to employ various micro- 
skills or strategies in order to read an academic text. A number of these are described by 
Garbutt and O'Sullivan (1991: 48): 
1. Overviewing the text. 
2. Understanding the main points in the text. 
3. Understanding the relationships in the text. 
4. Interpreting diagrams, tables, graphs and statistical information. 
5. Understanding the writer's viewpoint. 
6. Matching information. 
7. Understanding unknown words. 
8. Checking references. 
9. Understanding the organisation of a passage. 
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Candidates were good in some of the above strategies but failed to answer sections A, E 
and partially D, reflecting a lack in their ability in certain micro-skills. 
Section A_ The question was, "From the following list of 10 titles, choose the most 
suitable title for each of sections 2,3 and 4 of the following passage. The title of the 
first section has been done for you as an example". The aim was to assess the ability of 
the candidates to overview and understand the main points and also to understand the 
organisation of the passage, all three strategies required for the candidates' discipline of 
study. 
Indeed, 46.15% of the IU and 40% of the IMU candidates chose correctly the 
title of section two of the passage. Candidates were expected to differentiate between 
"al-Mubtasib" (the appointed man to enjoin what is right and to forbid what is wrong) 
and "al-Mutalawwic" (volunteer). Less than 50% of the candidates got the title correct. 
This indicates a shortcoming in their comprehension ability to extract the main points or 
ideas from the section. Section three of the passage was more complex and that only a 
few (15.38% IU and 0% IMU) students chose the title correctly. The section contained 
three paragraphs and a range of choices from three nearly similar titles having slight 
differences in their meaning. The length of the section may affected the students' 
answers but we figured out that in their current and future study they would have to deal 
with much longer texts, hence the importance of training such candidates in this micro- 
skill is essential. Section four of the passage included one simple paragraph; its title was 
straightforward so that 84.62% of the IU and 60% of the IMU candidates chose the title 
correctly. 
Students were good with simple, short and comparative texts, but the whole 
exercise was to include different texts to test the students' ability to handle all types of 
texts. The need to improve their reading ability showed up very clearly in the results of 
the test. In short, the results show that the three micro-skills discussed above are to be 
given serious consideration when students' needs are discussed in any forthcoming 
TAAP course. 
Section D: This section focused on the strategy of finding the required information from 
a particular text which requires a reading technique such as scanning. The question was: 
"Decide which statements from the list answer questions 26 to 29. Write the letter in the 
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place provided". 50% of IU candidates answered the question correctly and 50% 
incorrectly while at the IMU, 70% of the candidates answered the question correctly. 
The results show a secondary need for this strategy. 
Section E: It related to the strategy of interpreting statistical information, diagrams and 
tables. Candidates were asked to look at a table which included items of statistical 
information about Muslims world-wide. They were also asked to refer to a short 
passage containing numbers and percentages of Muslims all around the world and then 
decide if the items from 30 to 36 were true, false or not mentioned in the passage. The 
result was that 41.76% of the IU and 25.71 % of the IMU candidates answered the 
question correctly. This reflects a major weakness in the reading strategy and should be 
considered as a primary need to be taken into account in a TAAP course. 
The strategies or micro-skills of acquiring a good overview, grasp of a text, 
comprehending its main points, understanding how a passage is organised and an ability 
to interpret statistical information with diagrams, tables and graphs have been noted as 
the main needs, but secondary needs, and in particular that of finding the required 
information should not be forgotten. All these are essential when needs are analysed in 
the designing of a TARP course. 
8.2: 2 Writing 
In this section the results of the writing will be considered: 
8.2: 2: 1 Criteria for the assessment 
The criterion included three scales: "Good", for candidates who presented a readable 
essay with a few grammar and spelling errors; "Fair", for candidates who produced an 
essay with several errors (i. e grammar, syntax, style) that impair the readability of their 
work; and "Weak", for students who have difficulties in sentence structure and are 
unable to express themselves clearly. This assessment will be according to the following 
bands: 
1. organised structure. 
2. relevance to the task. 
3. appropriate vocabulary. 
4. readability (some grammar, syntax, style and orthography mistakes). 
5. ability to construct complex sentences. 
6. argument and employment of evidence. 
7. complete sentence structure. 
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8.2: 2: 2 The overall result 
IU students who attended the test were 14; two candidate were excluded because of 
their inability to compose sentences coherently. As for IMU, all the five candidates 
were involved. The overall results are in Tables 8.3 and 8.4: 
IU candidates (first essay of 100 words) 
no. criteria bands overall level of the candidates 
good fair weak 
I organised structure 2 1 9 
2 relevance to the task 9 3 
3 kppropriate vocabulary 7 4 1 
4 eadabili (some grammar, syntax, style and orthography mistakes I 1I 
5 bili to construct complex sentences 12 
6 irgurnent and employment of evidence 3 9 
7 om lete sentence structure 5 7 
total 14 18 52 
percentage 16.67 21.43 61.90 
Table 8.3: IU candidates (first essay of 100 words) 
It must be said in general that the researcher found it very difficult to read essays, some 
were totally unreadable. The subject teachers in individual discussions have confirmed 
from their experience similar difficulties. The above Table 8.3 points out several 
students' weaknesses in writing, the overall result being 61.90% of the total candidates. 
Practically all the candidates failed to construct complex sentences intelligently; 11 
(91.67%) of these candidates produced essays which were difficult to read, mainly 
because of grammatical, syntactical errors and also orthographic mistakes; 9 (75%) 
failed in organising their essays in good paragraphs, using arguments and substantiating 
them with proper references; and, 7 (58.33%) of them could not even construct 
complete sentences. From the micro-skills listed above in Table 8.3, the candidates 
demonstrated weaknesses in five areas (1,4,5,6 and 7) which are critical in essay 
writing. 
IU candidates (second essay of 150 words) 
no. criteria bands overall level of the candidates 
good fair weak 
1 organised structure 2 10 
2 relevance to the task 2 6 4 
3 ippropria te vocabulary 2 10 
4 eadabili (some grammar, syntax, style and orthography mistakes 1 1 10 
5 bill to construct complex sentences 1 11 
6 r ument and employment of evidence 3 9 
7 complete sentence structure I 2 9 
total 6 25 53 
percentage 7.14 29.76 63.09 
Table 8.4: IU candidates (second essay of 150 words) 
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The second essay performance indicates that the majority of the candidates are weak in 
the overall writing abilities (63.09%). In addition, 11 (91.67%) were unable to form 
complex sentences; 10 (83.33%) showed a weakness in the format of their essays with a 
number of grammatical, syntactical and orthographic errors. 9 of the candidates (75%) 
do not have the skill to argue, employ references where necessary; indeed, some could 
not construct proper intelligent sentences. In general, however, we can say that using 
appropriate vocabulary and writing an essay relevant to the task (in spite of the 
difficulties mentioned above) proved in some respects acceptable. 
IMU candidates (first essay of 100 words) 
no. criteria bands overall level of the candidates 
good fair weak 
I organised structure 1 4 
2 relevance to the task 2 1 2 
3 ippropri ate vocabulary 2 2 1 
4 eadabili (some grammar, syntax, style and orthography mistakes 2 3 
5 ibility to construct complex sentences 2 3 
6 ument and employment of evidence 2 3 
7 om lete sentence structure 1 1 3 
total 7 9 19 
percentage 20 25.71 54.29 
Table 8.5: IMU candidates (first essay of 100 words) 
It was expected to find some difference of level in the candidates' writing abilities 
between IU and IMU, but none was found. 4 (80%) of the candidates showed ineptness 
in organising their essays; 3 (60%) had difficulties with grammar, syntax and 
orthography, complex sentences, using argument, giving evidence and even producing 
complete sentences. In many respect the same difficulties seem to recur at the IU. 
IMU candidates (second essay of 150 words) 
no. criteria bands overall level of the 
candidates 
good fair weak 
l organised structure 1 4 
2 relevance to the task 2 2 1 
3 ippropria te vocabulary 1 2 2 
4 eadabili (some grammar, syntax, style and orthography mistakes) 1 4 
5 bill to construct complex sentences 1 4 
6 irgument and employment of evidence 1 4 
7 om lete sentence structure 2 1 3 
total 7 7 21 
percentage 20 20 60 
Table 8.6: IMU candidates (second essay of 1-)u worsts) 
Table 8.6 indicates that the IMU candidates show the same symptoms of weaknesses as 
in their first 100 word essay (Table 8.5 above). 
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8.2: 2: 3 Diagnostic assessment of the writing errors 
Following the above results, the types of errors in the candidates' academic writing will 
be highlighted. It is not the aim of this study to investigate errors in detail; the aim is, 
however, to give a general background about types of errors and their frequency of 
occurrence. This experience will help in the designing of a course for TASP academic 
writing. We should refer here to the criterion of assessment in full detail as follows: 
1. Singular/plural confusion (Sip) 
2. Wrong verb aspects (Vet) 
3. Wrong vocabulary (Voc) 
4. Lack and misuse of connectors (Conc) 
5. Spelling/orthographic mistakes (Spel) 
6. Lack of appropriate paragraphing (Parg) 
7. Mixing fusha and colloquial Arabic (Fusq) 
8. Lack or misuse of conjunctions (Conj) 
9. Inappropriate style (Sty) 
10. Lack of punctuation marks (Pum) 
11. Misuse or omission of articles (Art) 
12. Gender confusion (Gdr) 
13. Nominal forms (No 
14. Numerals (Nmr) 
15. Wrong verbal forms (Vef) 
16. Word omission (Wom. ) 
17. Cases (Cas) 
18. Lack of concord (Cord) 
19. Lack or misuse of pronouns (Pro) 
20. Word order (Wor) 
21. Adverbs (Adv) 
22. Diction (Dic) 
23. Word connotations (Wco) 
24. Lack or misuse of prepositions (Pre) 
25. Idiomatic expressions (Ide) 
26. Verbosity (Ver) 
27. Figurative expressions (Fgr) 
28. Cohesion (Coh) 
The results of the diagnostic analysis of the IU and IMU candidates' writing test 
(Tables 8.7 and 8.8) showing types of errors are presented in the following tables: 
Islamic University 
typology description students total 
1 2 3 4 5 6 7 8 9 10 11 12 
1 Sip I 1 0 0 0 0 3 0 0 5 2 1 13 
2 Vet 0 0 0 2 0 0 3 0 0 0 1 0 6 
3 Voc 13 9 13 11 10 3 5 9 5 11 15 15 119 
4 Conc 1 1 2 0 0 0 0 0 1 1 0 0 6 
5 Spel 36 10 16 16 5 41 6 17 12 30 17 8 214 
6 Parg 1 3 1 3 3 7 2 8 3 3 1 7 42 
7 Fus 2 0 I 1 0 0 I 0 1 0 2 1 9 
8 Con' 4 7 3 0 2 11 4 8 2 3 13 11 68 
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9 St 3 0 1 0 1 0 4 0 2 0 0 0 11 
10 Pum 13 16 2 14 10 15 10 17 13 8 25 20 163 
11 Art 20 2 5 4 2 0 2 0 4 3 2 28 72 
12 Gdr 7 3 6 5 3 2 4 10 3 5 4 10 62 
13 Nf 1 1 3 0 2 0 0 0 1 3 1 2 14 
14 Nmr 1 0 0 0 0 0 0 0 0 0 0 0 1 
15 Vef 0 1 4 2 1 0 2 0 3 1 2 0 16 
16 Wom 3 1 0 2 1 3 0 1 1 3 1 1 17 
17 Cas 1 2 1 0 0 0 0 0 1 0 2 2 9 
18 Cord 7 2 0 0 0 0 2 1 0 0 0 0 12 
19 Pro 1 0 0 0 0 0 0 0 0 0 0 1 2 
20 Wor 2 2 0 0 0 0 0 0 3 1 1 2 11 
21 Adv 1 0 0 0 0 0 0 0 0 0 0 1 2 
22 Dic 0 0 0 0 0 0 0 2 0 0 0 0 2 
23 Wco 0 0 0 0 1 0 1 2 0 0 0 1 5 
24 Pre 10 4 6 3 1 7 4 1 3 7 6 12 64 
25 Ide 0 0 0 0 1 1 0 1 0 1 0 1 5 
26 Ver 5 1 1 3 4 3 4 0 14 2 7 6 50 
27 Fgr 0 0 0 0 0 0 0 1 0 0 0 0 1 
28 Coh 2 2 0 2 2 1 6 0 4 1 1 3 24 
total 135 68 65 68 49 94 63 78 76 88 103 133 1020 
Table 8.7: Individual academic writing errors of the IU candidates 
The students made a remarkable number of errors, the range of the errors is between 49 
of student 5 (a first-class candidate) and 135 of student I (the weakest in the group). 
These errors occurred in a total work of 250 words (i. e two essays). 
Imam University 
typology description students total 
1 2 3 4 5 
I Sip 0 0 0 3 0 3 
2 Vet 1 2 0 0 1 4 
3 Voc 13 12 11 5 3 44 
4 Conc 0 0 0 0 0 0 
5 Spel 17 7 0 18 6 48 
6 Parg 9 4 4 9 3 29 
7 Fus 0 5 2 0 0 7 
8 Con' 6 4 5 9 4 28 
9 Sty 2 1 0 0 2 5 
10 Pum 15 2 2 14 7 40 
11 Art 2 6 2 0 2 12 
12 Gdr 1 2 2 3 2 10 
13 Nf 0 0 0 0 0 0 
14 Nmr 0 0 0 0 0 0 
15 Vef 0 2 0 1 1 4 
16 Worn 1 0 2 5 2 10 
17 Cas 2 1 1 0 0 4 
18 Cord 0 1 2 2 0 5 
19 Pro 2 0 0 1 0 3 
20 Wor 3 2 0 2 0 7 
21 Adv 0 0 0 0 0 0 
22 Dic 0 2 0 0 0 2 
23 Wco 4 0 0 4 1 9 
24 Pre 6 6 1 10 1 24 
25 Ide 3 0 0 0 0 3 
26 Ver 5 1 3 2 3 14 
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27 Fgr 0 0 0 0 0 0 
28 Coh 4 1 1 0 1 7 
Total 6 61 38 88 39 322 
Table 8.8: Individual academic writing errors of the IMU candidates 
To establish the number of errors per candidate per line we need to divide the total 
errors made by each candidate on the average amount of lines in both essays, which can 
be established according to this equation: total assumed amount of words for both 
essays, i. e 100+150 divided by the average amount of words in the line, about 8, 
namely, 250 =8= 31.25 lines for both essays. Accordingly, to find the average errors 
per line for each student we will divide the total number of errors (see column 3 of 
Table 8.9) by the average amount of lines i. e 31.25. This mathematical process will lead 
us to conclude that one error or fewer per line would mean a good candidate; between 
one and two errors per line means a fair candidate and, more than two errors per line 
translates that the candidate is weak. The outcome is listed in the following Table 8.9: 
candidates university total errors average errors per line comment 
I IU 135 4.32 weak 
2 IU 68 2.176 weak 
3 IU 65 2.08 weak 
4 IU 68 2.176 weak 
5 IU 49 1.568 fair 
6 IU 94 3.008 weak 
7 IU 63 2.016 weak 
8 IU 78 2.496 weak 
9 IU 76 2.432 weak 
10 IU 88 2.816 weak 
11 IU 103 3.296 weak 
12 IU 133 4.256 weak 
13 IMU 96 3.072 weak 
14 IMU 61 1.952 fair 
15 IMU 38 1.216 fair 
16 IMU 88 2.816 weak 
17 IMU 39 1.248 fair 
I able 8.9: Average error per line per candidate in both universities 
Consequently, 13 (76.47%) candidates were weak; 4 (23.53%) were fair and no one was 
good in either university. The question is, which type of errors do the candidates have 
difficulties in? Following the same process as was used above, the average type of 














1 Sip 13 0.416 1 Sip 3 0.096 
2 Vet 6 0.192 2 Vet 4 0.128 
3 Voc 119 3.808 3 Voc 44 1.408 
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4 Conc 6 0.192 4 Conc 0 0.000 
5 Spel 214 6.848 5 Spel 48 1.536 
6 Parg 42 1.23 6 Parg 29 0.928 
7 Fus 9 0.288 7 Fus 7 0.224 
8 Con' 68 2.176 8 Con' 28 0.896 
9 Sty 11 0.352 9 Sty 5 0.16 
10 Pum 163 5.216 10 Pum 40 1.28 
11 Art 72 2.304 11 Art 12 0.384 
12 Gdr 62 1.984 12 Gdr 10 0.32 
13 Nf 14 0.448 13 Nf 0 0.000 
14 Nmr 1 0.032 14 Nmr 0 0.000 
15 Vef 16 0.496 15 Vef 4 0.128 
16 Wom 17 0.544 16 Wom 10 0.32 
17 Cas 9 0.288 17 Cas 4 0.128 
18 Cord 12 0.384 18 Cord 5 0.16 
19 Pro 2 0.064 19 Pro 3 0.096 
20 Wor 11 0.352 20 Wor 9 0.288 
21 Adv 2 0.064 21 Adv 0 0.000 
22 Dic 2 0.064 22 Dic 2 0.064 
23 Wco 5 0.16 23 Wco 9 0.288 
24 Pre 64 2.048 24 Pre 24 0.768 
25 Ide 5 0.16 25 Ide 3 0.096 
26 Ver 50 1.6 26 Ver 14 0.448 
27 Fgr 1 0.032 27 Fgr 0 0.000 
28 Coh 24 0.768 28 Coh 7 0.224 
Table 8.10: The average types of errors occurring per line 
We note that orthographic mistakes show a serious weakness among the IU candidates; 
they occurred about seven times per line. Orthographic errors included: substitution, 
insertion, deletion, mending, transposition/metathesis, splitting of word, 
letter/consonant distinction and the so-called seat for hamza. Candidates recorded an 
average of five punctuation marks errors per line [I confidently could say that during all 
my study, as an Arabic native speaker, in public and higher education no syllabus or 
teacher makes reference to punctuation marks in any structured form. It was only 
mentioned incidentally]; using wrong vocabulary was one of their mistakes, occurring 
3.808 times per line and, misuse of articles, conjunctions, and prepositions were other 
types of errors which occurred between two and three times per line. 
Unpredictably, IMU candidates faired better than their IU peers, Table 8.10 
above. All types of errors happened less than twice per line. This improvement could be 
due to the small number of students on the IMTJ-TAFL programme in comparison with 
that of IU. 
To sum up, academic writing has emerged as a problem area among our 
students: to some extent, they are aware of the importance of the writing skill. The FSD 
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questionnaire showed that a good number of candidates (48.63% from IU and 48.15% 
from IMU) put developing academic writing as a second priority after reading. It 
appeared from the FSD questionnaire also that 58.9% (IU) and 51.85% (IMU) believe 
that the emphasis on academic writing on the past-TAFL programmes was inadequate. 
8.2: 3 Speaking 
This section is intended to present the results of the final test based on the speaking 
skill. Firstly, it was found from conversing with the candidates that they were quite 
happy with their speaking skill. They were capable of expressing themselves with a 
minimal number of mistakes. Moreover, it was thought that if they were given time to 
prepare a speech in their field of study they would deliver it well. 
Candidates were required to prepare a topic related to their academic study for 
fifteen minutes and then to talk about it for seven to ten minutes. They were not allowed 
to read but they could refer to the notes they had prepared. All candidates who attended 
the previous two tests attended this speaking test. 
8.2: 3: 1 Criteria for the assessment 
Students were assessed in the speaking skill using the following guidelines (questions): 
1. Can the candidate be understood easily? 
2. Does the candidate's pronunciation disturb fluency of speech? 
3. Does the candidate's misuse of grammar interfere the speech's intelligibility? 
4. Is the meaning clear? 
5. Were only short sentences used? 
6. Is appropriate vocabulary used? 
The overall result is based on a scale of three variables: "Good", for those who 
performed well with few mistakes; "Fair", for those who spoke clearly and accurately 
but with some grammatical and syntactical errors which impaired the message and, 
"Weak", for those who have serious difficulties with structure and content. 
8.2: 3: 2 The overall result 
According to the above criteria the overall result of the speaking test is presented below: 
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no. criteria bands university sample size good fair weak 
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MU 5 3 -- - ---- 2 0 ----- 
Total 75 25 14 
percentage 65.79 21.93 12.28 
Table 8.11: The overall result of the speaking test 
It seemed that the majority of the candidates (65.79%) are good in this skill. This result 
is to some extent fair despite the complaint of the subject teachers that the students are 
weak in speaking. We cannot, however, expect native-speaker ability though students 
are encouraged to aim at a near-native level. Only a few, of course, achieve this. 
8.3 Post-language test interview 
Taking into consideration the limited experience of the candidates with such a language 
test, we were concerned of whether the results may have been affected by the new 
experience of the test itself. We therefore interviewed some candidates, five from each 
university and asked them fourteen questions to provide a feedback on the diagnostic 
test (see Appendix G). 
Surprisingly, the majority of the candidates considered the language test 
adequate in general (60%). It was expected, as stated earlier, that having no experience 
of dealing with this type of language test in Arabic would make it difficult. Despite this 
general evaluation the candidates regarded section A of the reading test (questions nos. 
1-3) difficult (70%); their reasons were that the passage was very long (85.71%), and 
contained unknown words and expressions (14.29%). It was a long passage and any one 
who lacks good reading abilities would have struggled with it. In fact, this section (A) 
indicated that strategies such as overviewing text and understanding the main points 
were not employed sufficiently. Hence, the length of the passage was aimed at assessing 
the students' abilities in certain strategies. Section E of the reading test questions was 
also considered difficult (80%). The difficulty of items 30 to 36 was to do with 
-189- 
statistical information which the majority of the students had a problem with. This 
exercise is a personal transferable skill which students need after they graduate. 
Only a few (40%) indicated that the writing test was difficult, not as a task in 
itself but due to the time (45 minutes): they thought they would have needed perhaps 
over an hour. The full results of this interview are presented in Appendix G. In short, it 
appears that the test was a good exercise despite the students' unfamiliarity with its 
format. 
8.4 Objective needs profile 
We are able to sum up the final results of the diagnostic test in terms of needs to be 





micro-skills that are lacking 
reading extracting evidence from religious text 
understanding and discussing ideas in a given text 
reading in depth to understand the message given by the 
text 
diagnostic scanning to have a general idea about a certain topic 
test intensive reading to extract most of the information from 
the text 
understanding the writer's points of view on a 
controversial issue 
writing wrong vocabulary (Voc. ) 
spelling/orthographic mistakes (S el 
lack or misuse of conjunctions (Conj. ) 
lack of punctuation marks (Pum) 
misuse or omission of articles (Art) 
lack or misuse of prepositions (Pre) 
Table 8.12: Subjective and objective neeas 
8.5 Conclusion 
The results of the reading test showed that students are weak in some essential basic 
reading strategies such as overviewing texts, reading for the main points, finding the 
required information, understanding and interpreting statistical information and 
understanding the organisation of texts. Writing is another important area which is 
considered in our context as a secondary need. In Chapter Nine we will look into the 




Looking into the interviews' results and the learning situation needs 
9.1 Introduction 
In the previous two chapters we identified the objective and subjective needs of the First 
Year Students of Dacwa. In this chapter we will look into the needs and demands of the 
TAFL teachers (AT) and dacwa teachers or the subject teachers (ST); and, we will 
further find out what the administrative staff (AS) of the two universities can provide 
for the TAAP course. 
9.2 AT Interview 
TAFL teachers from both universities (11 of IU and 18 of IMU) were asked to provide 
particulars about themselves such as, age, qualification, experience and information 
about their experience and attitudes towards Language for Specific Purposes/Arabic for 
Specific Purposes; they also were asked to identify the most important language skills 
that non-Arab students need to function successfully in Islamic Studies at university 
level. 
9.2: 1 Age 
Looking at Table 9.1 (below) the majority (63.64%) of the teachers from the IU are 
aged between 30 and 40 years; this means that the future of the TAFL programme looks 
healthy as many teachers are a good number of years away from retirement age. Only 
33.34% of IMU teachers are in the same age bracket. A concern can be expressed here 
with regard to the age of the Arabic Teachers, though we need to say that IMU has a 
very good reserve of qualified teachers who are studying or working abroad and can be 
brought back gradually to the TAFL Institute. 
code Age IU IMU 
2/1 30-35 2 18.18% 3 16.67% 
2/2 36-40 5 45.46% 3 16.67% 
2/3 41-45 - -2 11.11% 
2/4 46-50 2 18.18% 6 33.33% 
2/5 51-55 2 18.18% 4 22.22% 
Table 9.1: The AT ages 
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9.2: 2 Qualifications and experience 
The qualified teachers in the IMU represent 23 (71.86%) of the total 32 TAFL teachers, 
whereas they are 25.58% of the total 43 TAFL teachers at the IU (see 6.5: 3: 1). Qualified 
teachers are those with a university degree, Diploma, MA, or PhD in Applied 
Linguistics, Education or Arabic Language. One could mention here that the standard of 
teachers at the IMU is much higher than the IU as the figures show in Table 9.2 below: 
code Qualifications I U IMU 
frequency percentage frequency percentage 
3/1 PhD - - 8 44.44 
3/2 MA 3 27.27 6 33.33 
3/3 Diploma 8 72.73 4 22.22 
Table 9.2: The AT qualifications 
It is observed that teachers in both universities have gained over the years good 
experience in TAFL: around 61% of the IMU teachers have been teaching Arabic for 
more than 12 years but only 18% of the IU teachers have similar experience, as is 
shown in Table 9.3 below: 
code period of teaching IU I MU 
TAFL frequency percentage frequency percentage 
5/1 1-4 years - - - - 
5/2 5-8 years 3 27.27 4 22.22 
5/3 9-12 years 6 54.55 3 16.67 
5/4 More than 12 years 2 18.18 11 61.11 
Table 9.3: The AT experience 
We also found out that 36.36% of IU teachers had in the last five years attended training 
programmes in their field, but only 11.11% of IMU had done similar training courses. 
This may be attributed to the higher level of qualifications held by IMU teachers in their 
field. Table 9.4 lists training courses attended by IU and IMU teachers: 
university where freq. % escri tion freq. % 
IU home 4 36.36 n-service training course 2 18.18 
eacher training course 2 18.18 
cademic degree course 
abroad cademic degree course 
IMU home 1 5.56 n-service training course 
Teacher training course 1 5.56 
cademic degree course 
abroad 1 5.56 [Academic degree course 1 56 
Table 9.4: Training programmes for Al' in the last tive years 
9.2: 3 Attitudes towards LSP/ASP 
Arabic Teachers were asked the following question about Language for Specific 
Purposes: To what extent do you think that LSP is important to be applied in the field of 
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TAFL? The answers varied according to their different backgrounds but the majority 
commented favourably on the importance of introducing LSP, though IU teachers were 
not that enthusiastic. This could perhaps be attributed to the fact that none of the IU 
interviewees have studied outside the Arab World and therefore not been exposed to 
LSP programmes. One needs to remember that LSP in the Arabic countries is still a 
novel concept. We present the Arabic Teachers impressions about LSP in Table 9.5: 
code impression [U I MU 
frequency percentage frequency percentage 
7/1 very important 4 36.36 14 77.78 
7/2 important 5 45.46 2 11.11 
7/3 not important 2 18.18 2 11.11 
Table 9.5: Impression of AT towards LSP/ASP 
Around 88% of IMU and 63% of IU were positive (very important and important) about 
a TASP course to non-Arab students in their respective disciplines. In a supplementary 
question, Arabic Teachers were asked to identify the disciplines which could benefit 
from this approach. Four areas were given to them to choose from, as seen in Table 9.6: 
code discipline IU I MU 
frequency percentage frequency percentage 
11/1 Islamic Studies 7 63.64 15 83.33 
11/2 Linguistics 8 72.73 8 44.44 
11/3 Social Studies 1 9.09 6 33.33 
11/4 Physics and Applied Sciences - - 10 55.56 
Table 9.6: Disciplines that TASP is needed for 
Non-Arab students would probably need Arabic for Specific Purposes for all these 
disciplines (nos. 11/1 to 11/4) but because the two universities specialise in Islamic 
Studies and Humanities it would be considered more appropriate to concentrate on 11/1 
and 11/2. It can be seen from above that Arabic Teachers in both IU (63.64%) and IMU 
(83.33%) are in favour of Islamic Studies as a recommended discipline. 
9.2: 4 Experience in LSP/ASP 
Before planning to introduce Language for Specific Purposes to TAFL in Saudi we 
considered evaluating the experience of TAFL teachers to see if they are experienced 
enough to carry out such programmes or not. So, the Arabic Teachers were asked about 
their experience in LSP/ASP (no. 8): Have you ever experienced the teaching of Arabic 
for Specific Purposes? Surprisingly, 50% of IMU had former experience in TASP and 
100% of IU had none. The time and place of any previous experience of IMU teachers 
in TASP is shown in Table 9.7: 
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university when freq. % where freq. % 
IMU 1-5 years ago Riyadh 6 66.67 
6-10 years ago 2 11.11 Al-Madina 
10 + ago 7 38.89 elsewhere 3 33.33 
Table 9.7: Experience of AT in TASP (when and where) 
This led to another question regarding whether Arabic Teachers need a training course 
before becoming involved in any TASP course or not. Around 72% of IU teachers 
agreed and, interestingly enough, about the same percentage of IMU teachers were not 
in favour of having such a training course. 
9.2: 5 Skills recommended 
Speaking and writing are usually the most recommended skills by teachers of foreign 
languages. However, in our context the situation is different where the focus is more 
academic. The teachers were therefore asked, in relation to language for academic 
purposes, to recommend the skills that they believed that non-Arab students studying 
Islamic Studies would need. They were asked to put their answers in numerical order 
putting number 1 as the highest rank of the skills, Table 9.8: 
code skills university skill numerical) ordered 
1 2 3 4 
13/1 li i 
N 




sten ng average total - - - 14.5 










13/2 speaking average total 3 8 3.5 









average total 9.5 2 3 - 




- ------------- 1 
5 




- wr ng 
average total 0.5 5 9 - 
percentage 3.44 34.48 62.07 - 
Table 9.8: Skills recommended to be considered by 1'ASP (in order) 
As is shown above, reading is first (65.51%), speaking second (55.17%), writing third 
(62.07%) and listening fourth (100%). The result reconfirms the importance of reading 
as was stated by the FSD candidates in Chapter Seven. 
Finally, Arabic Teachers were asked to give their impression on the motives of 
their students learning Arabic as a Foreign Language. Almost all the IMU teachers 
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(95%) considered their students to be highly motivated but the proportion dropped to 
75% in relation to IU. 
9.3 Subject Teachers' interview 
Subject teachers (ST) who agreed to be interviewed were 24 (70.59%) from the total 
number (34) who met the conditions of the main field study of the IU and 8 (50%) out 
of 16 of IMU (see 6.5: 3: 1). 
There were seventeen questions addressed to the subject teachers regarding their 
personal background, the linguistic and academic standard of non-Arab students, the 
influence of the students' proficiency in Arabic on their academic studies in dacwa and 
the crucial skills they believe non-Arab students will need to perform well in their 
academic study in dacwa. Teachers were also asked to identify as "very important", 
"important" and "not-important" micro-skills from a list of 26 according to their 
experience in this field and their attitudes towards Arabic for Specific Purposes. The 
results are analysed below: 
9.3: 1 Qualifications and experience 
The subject teachers have a considerable experience in teaching dacwa, the majority 
(87.5% IU and 75% IMU) have been working between five and twelve years and the 
remaining for more than twelve years. Well qualified in this field, they all hold PhD 
degrees in their specialism. Added to this, 82.35% of IU teachers and 62.5% of IMU 
teachers are assistant professors and the rest are either associate professors, or full 
professors. 
9.3: 2 Attitudes towards non-Arab students 
It should be said in this context that the real advantage is that all subject teachers from 
both universities have experience in teaching non-Arab students in the Faculty of Da`wa 
and that they are familiar with their Arabic proficiency level, the impression of which 
was of acceptable standard (83.33% of IU and 62.5% of IMU). By this we mean that 
students understand and use Arabic but with difficulty. The whole results are presented 
in Table 9.9: 
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code impression IU IM U 
frequency percentage frequency ercenta e 
7/1 excellent 1 12.5 
7/2 fair 20 83.33 5 62.5 
7/3 weak 4 16.67 2 25 
Table 9.9: The ST attitudes towards non-Arab students' level of'proficiency in Arabic 
In conjunction with the above impressions, subject teachers were asked to evaluate the 
general academic standard of non-Arab students in their respective subjects (no. 8): 
75% of IU and more than 62% of IMU teachers judged the academic standards "fair" 
while 12.5% of IU and 37.5% of IMU teachers considered the level "weak". Teachers 
were then asked whether such standards were affected by the students' proficiency level 
in the Arabic language (no. 9) to which about 100% of both universities agreed. 
9.3: 3 Attitudes towards LSP/ASP 
We gave the subject teachers information about the new approach of Language for 
Specific Purposes/Arabic for Specific Purposes before we attempted to ask them about 
their attitudes towards it (no. 15). Their support was positive (87.5% for both 
universities), Table 9.10: 
code attitude towards TASP IU I MU 
frequency percentage frequency percentage 
15/1 much supported 14 58.33 6 75 
15/2 supported 7 29.17 1 12.5 
15/3 not supported 1 4.17 1 12.5 
15/4 not su orted at all 2 8.33 - - 
Table 9.10: The ST attitudes towards TASP 
Subject teachers also supported the idea of developing TASP courses to enable dacwa 
students to acquire the micro-skills needed in their study, Table 9.11: 
code method of improving IU I MU 
frequency percentage equency percentage 
12/1 TAAP courses 16 66.67 7 87.5 
12/2 language practice 11 45.83 3 37.5 
12/3 participation of subjec 
teachers in the TAFL cours 
design 
9 37.5 5 62.5 
Table 9.11: Methods of improving the students' Arabic and their macro-skills 
9.3: 4 The proficiency level: Subject Teachers' view 
Subject teachers were asked about the standard of Arabic which non-Arab da`wa 
students are supposed to acquire: four options were given and they were required to 
answer in numerical order, Table 9.12: 
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code standard required university numerical order 
2 3 4 






---- IMU 2% 38% 60% - 





- IMU 7% 13% 
- 
0% 






-- IMLJ 12% 29% 4% 45% 







of dacwa 21% 
700 70% 9% 
Table 9.12: The proficiency level required by the students to study dacwa 
Teachers expect students to reach a high level of fluency in speaking Arabic in class and 
outside and to deliver their knowledge in a good and coherent writing style. They also 
believe, however, that the most crucial skill is reading. Exercising dacwa adequately 
requires understanding the terminology which is generally learnt by a lot of reading. In 
this respect, reading was ranked first followed by understanding and absorbing the 
terminology of dacwa in second place, speaking came in third place and writing last. In 
the teachers' opinion non-Arab da'wa students would not make much use of the writing 
skill when they return back home. This, of course, does not undervalue the importance 
of this skill because as we have learnt in Chapters Seven and Eight students did show a 
concern in the writing skill particularly with essays and examinations. But, according to 
the teachers of da'wa, they suppose that the emphasis, after reading, should be on 
terminology to assist students to read and understand difficult classical texts and the 
speaking skill which they would need to use in class sessions. 
The role of Arabic in shaping the students of dacwa academically is indeed 
significant. It can be in terms of understanding dacwa on a scientific basis, delivering 
dalcwa or both understanding and delivering da"wa which is the expected role of such 
students. Teachers were asked about this role and the results indicated that around 85% 
of the subject teachers considered understanding and delivering dacwa (14/3) as a main 
role of Arabic, Table 9.13: 
code role of Arabic in I U IMU 
frequency percentage frequency percentage 
14/I understanding 4 16.67 1 12.5 
14/2 delivering dacwa 
14/3 understanding and delivering 
dace a 
20 83.33 7 87.5 
14/4 no distinguished role 00 00 00 00 
Table 9.13: Role of Arabic in daciva 
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9.3: 5 Specific skills recommended 
Assessing the situation of the non-Arab students in dalcwa, the productive skills 
(speaking and writing) are considered in some way by subject teachers only temporary 
which means students need them during their study in limited situations, so 
communicating with some mistakes is not a big problem. In turn, being weak in reading 
means a shortcoming in the knowledge of dacwa which disadvantages them during their 
experience at work. It is a personal transferable skill which will be crucial in whatever 
profession they follow after their graduation. 
Essentially, teachers were asked if their students were weaker in one or more of 
the macro-skills (Question no. 10). About 87% of IMU and three quarters of the IU 
teachers marked reading in particular followed by writing, Table 9.14 below: 
code macro-skills I U IM U 
frequency percentage frequency percentage 
10/3 listening 3 12.5 
10/4 speaking 10 41.67 5 62.5 
10/5 reading 18 75 7 87.5 
10/6 writing 11 45.83 6 75 
Table 9.14: Skills in which students of dacwa are weak 
As illustrated above, writing skills came second with 75% according to IMU teachers 
and around 45% of IU teachers; speaking came in third position, whereas listening 
dropped to fourth position. The question then put to the subject teacher was to do with 
which micro-skills were needed, Table 9.15: 
code skills IU IM U 
frequency percentage fre uenc ercenta e 
11/1 reading in depth 12 50 4 50 
11/2 khltaba 6 25 1 12.5 
11/3 to discuss and persuade 4 16.67 1 12.5 
11/4 good academic writing 2 8.33 2 25 
Table 9.15: The recommended skills for da`wa study 
Reading in depth was emphasised by half of the teachers as a required micro-skill. A 
quarter or fewer of the teachers recommended the other three micro-skills (11/2 - 11/4). 
Question (no. 16) of the interview also dealt with skills needed after the dacwa students 
had graduated. More than 75% of the teachers agreed that reading and understanding is 
the most needed micro-skills followed by a strategy to consolidate the terminology of 
dacwa which is learnt during the course. Interestingly enough, writing and listening 
dropped to the bottom of the list despite writing being in second position (Question no. 
10 above). 
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More consideration in relation to the understanding of dacwa is given to these 
micro-skills and subsequently to the learning strategies required by the students and the 
specialism of dacwa will be accurately identified. It is possible to argue that the 
attitudes of subject teachers towards the importance of the micro-skills listed in items 
17/1 to 17/26 (Tables 9.16a and 9.16b) have strong credibility, dependability and are in 
harmony with the academic requirements of dacwa considering that they were produced 
by teachers who are aware of the nature of studying and performing dacwa. First year 
Students of Dacwa on the other hand, have not yet been freed from the influence of the 
past-TAFL programmes which had a different view towards language skills. That does 
not, mean in any sense that we should dismiss the significance of these micro-skills from 
the students' point of view that has been established in Chapter Seven. It is a question of 
attempting to integrate the micro-skills which were established by the First Year 
Students of Dacwa and those by the subject teachers (ST). 
A close study of Tables 9.16a and 9.16b would enable us to extract a list of 
micro-skills for each traditional macro-skill which the subject teachers believe to be the 
most important for the study of dacwa. The micro-skills will be taken into account after 
comparing them with what had already been determined by the First Year Students of 
Dacwa in Chapter Seven. 
Subject Teachers of Islamic University 
code micro-skills er im ortan im ortant not important 
freq. % freq. % freq. % 
17/1 reading fluently texts set by the lecturer 19 79.17 5 20.83 - - 
17/2 extracting evidence from Islamic texts 23 95.83 1 4.17 - 
17/3 eading a text to extract specific information 21 87.5 3 12.5 - - 
17/4 'ntensive reading to extract most of the 
nformation from the text 
24 100 - - - 
17/5 eading to understand the writer's view points on 
controversial issue 
22 91.67 2 8.33 - - 
17/6 nderstandin dacwa terminology 
24 100 - - 
17/7 eadin to discuss ideas 24 100 - - - 
17/8 eadin in depth to understand the message 19 79.17 5 20.83 - - 
17/9 -e-reading to consolidate ideas 2 8.33 15 62.5 7 29.17 
17/10 eading to qualify academically in the field of 
acwa 
20 83.33 4 16.67 - - 
17/11 eading to pass examination only 2 8.33 19 79.17 5 20.83 
17/12 ummarising the main points from a written text - 19 79.17 5 20.83 
17/13 ummarisin lectures, discussions and debates - - 15 62.5 9 37.5 
17/14 orrect usage of dactita terminology when 
itin 
21 87.5 3 12.5 
17/15 itin short reports relating to dacwa 
2 8.33 20 83.33 
n 
8.33 
17/16 writing answers to examination questions 24 100 
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17/17 ising grammar correctly in academic writing 24 100 - - - 
17/18 inderstanding someone talking 2 8.33 15 62.5 7 29.17 
17/19 xtractin information from radio and television. - - 5 20.33 19 79.17 
17/20 inderstanding a lecture in the area of specialism 
d writing down the main points 
- 22 91.67 2 8.33 
17/21 inderstanding and following a conversation in 
lass 
1 4.17 17 70.83 6 25 
17/22 nderstandin the main topic(s) of a lecture 10 41.67 14 58.33 - - 
17/23 bili to argue logically 4 16.67 20 83.33 - - 
17/24 elivering a speech prepared by students in the 
ield of dacwa 
5 20.83 19 79.17 - 
17/25 xpressing and defending points of view in the 
eaofspecialism 
19 79.17 5 20.83 - - 
17/26 canning reading to have a general idea about a 
ertain topic 
11 45.83 13 54.17 - - 
Table 9.16a: Needs of the present situation: Subject Teachers of da'wa (IU) 
Subject Teachers of Imam University 
code micro-skills very important important of important 
freq. % freq. % freq. % 
17/1 eadin fluently texts set by the lecturer 7 87.5 1 12.5 - - 
17/2 xtractin evidence from Islamic texts 8 100 - - 
17/3 eading a text to extract specific information 7 87.5 1 12.5 - - 
17/4 ntensive reading to extract most of the 
nformation from the text 
8 100 - - - - 
17/5 eading to understand the writer's view points on 
controversial issue 
7 87.5 1 12.5 - 
17/6 nderstandin dacwa terminology 
8 100 
17/7 eadin to discuss ideas 8 100 - - 
17/8 eadin in depth to understand the message 6 75 2 25 - 
17/9 e-reading to consolidate ideas 1 12.5 4 50 3 37.5 
17/10 eading to qualify academically in the field of 
acwa 
7 87.5 1 12.5 - 
17/11 reading to pass examination only 6 75 2 25 
17/12 ummarisin the main points from a written text - 7 87.5 1 12.5 
17/13 kummarising lectures, discussions and debates - 5 62.5 3 37.5 
17/14 orrect usage of dacwa terminology when 
iting 
7 87.5 1 12.5 - - 
17/15 itin short reports relating to dacwa 7 87.5 1 12.5 
17/16 itin answers to examination questions - - 8 100 - 
17/17 ising grammar correctly in academic writing 8 100 - - 
17/18 inderstanding someone talking - - 6 75 2 25 
17/19 xtractin information from radio and television. - 1 12.5 7 87.5 
17/20 inderstanding a lecture in the area of specialism 
and writing down the main points 
- 7 87.5 1 12.5 
17/21 nderstanding and following a conversation in 
lass 
- 6 75 2 25 
17/22 inderstanding the main topic(s) of a lecture 3 37.5 5 62.5 - - 
17/23 bill to argue logically 1 12.5 7 87.5 
17/24 elivering a speech prepared by students in the 
ield of dacwa 
2 25 6 75 - 
17/25 xpressing and defending points of view in the 
rea of specialism 
6 75 2 25 - 
17/26 canning reading to have a general idea about a 
ertain topic 
4 50 4 50 - 
Table 9.16b: Needs of the present situation: Subject Teachers of da`wa (IMU) 
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From the above two tables, not many differences were recognised. A combined table 
which includes an average of the "very important" micro-skills in both universities as 
well as the average percentage is established below, Table 9.17. In order to create the 
average we need to sum up the frequency of "very important" answers for each micro- 
skill in both universities and thereafter to divide the total by 2. Also, in order to find the 
percentage we need to divide the average of the frequency by the average of the ST in 
both universities; for example, if we take micro-skill 17/1, the frequency of the IU 
teachers is 19 (Table 9.16a) and the IMU teachers is 7 (Table 19.16b) the total of which 
is 26 and the average divided by 2 is 13. In order to establish the average number of the 
teachers we take the total number of subject teachers of both universities, i. e. 24 +8= 
32 and divided by 2= 16. The percentage of the average frequency of micro-skill 17/1 
is 13 divided by the average number of the subject teachers which is 16 (81.25%) (as in 
Table 9.17 below). In the following, Table 9.17, we calculated the average frequency 
and the percentage of the "very important" micro-skills as well as the proportion of the 
micro-skills that received 75% or more (in the above two tables) in contrast to other 
micro-skills within the same category that received less than 75% in each category; for 
example, if we take the speaking micro-skills 17/23,17/24 and 17/25 (Table 9.17), we 
will find that the micro-skill 17/25 received a frequency of 75% or more from the 
teachers' answers. The other two micro-skills (17/23 and 17/24) received only 15.63% 
and 21.88% successively. Thus, the proportion of micro-skill 17/25 to the other two 
micro-skills (17/23 and 17/24) in the same category (speaking) is 1/3; i. e. 1= 3x 100 = 
33.33%. 
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average frequency of "very 
important" responses of IU & 
IMU 
proportion of 
75% + to the 
whole 
eq. % eq. % average % category 
Reading 
17/1 19 79.17 7 87.5 13 81.25 
17/2 23 95.83 8 100 15.5 96.88 
17/3 21 87.5 7 87.5 14 87.5 
17/4 24 100 8 100 16 100 
17/5 22 91.67 7 87.5 14.5 90.63 
17/7 24 100 8 100 16 100 72.73% 
17/8 19 79.17 6 75 12.5 78.13 
17/9 2 8.33 1 12.5 1.5 9.38 
17/10 20 83.33 7 87.5 13.5 84.38 
17/11 2 8.33 - 1 6.25 
17/26 11 45.83 4 50 7.5 46.88 
Writing 
17/12 - 7.5 
46.88 
17/13 - - - - - 
17/15 2 8.33 1 6.25 20% 
17/16 - - - - - 
17/17 24 100 8 100 16 100 
Listening 
17/18 2 8.33 1 6.25 
17/19 - - - - - 
17/20 - - - - - 0% 
17/21 1 4.17 - - .5 
3.13 
17/22 10 41.67 3 37.5 6.5 40.63 
Speaking 
17/23 4 16.67 1 12.5 2.5 15.63 
17/24 5 20.83 2 25 3.5 21.88 33.33% 
17/25 19 79.17 6 75 12.5 78.13 
ocabulary 
17/6 24 100 8 100 16 100 100% 
17/14 21 87.5 7 87.5 14 87.5 
T-hIA 0 17- cf the nrevent citnatinn needs: Subiect Teachers o1 da`wa 
We were not surprised to find that micro-skills related to vocabulary was given top 
priority (100%), whereas those related to reading came in second position (72.73%). 
The other micro-skills dropped to less than 35%. It is expected therefore, that Subject 
Teachers consider the importance of vocabulary and reading to be taken into account in 
designing a TAAP course. The following list includes the micro-skills that should, in 
our opinion, be emphasised in any forthcoming TAAP course. 
1. Vocabulary 
17/6 Understanding dacwa terminology 
17/14 Correct usage of dacwa terminology when writing 
2. Reading: 
17/1 Reading fluently material set by the lecturer 
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17/2 Extracting evidence found in Islamic literature 
17/3 Reading a text to extract specific information 
17/4 Intensive reading to extract most of the information from the text 
17/5 Reading to understand the writer's point of view on a controversial 
issue 
17/7 Reading to understand and discuss ideas given in the text 
17/8 Reading in depth to understanding the message given in the text 
3. Speaking: 
17/25 Expressing and defending one's point of view in the area of specialism 
4. Writing: 
17/17 Using grammar correctly in academic writing 
9.4 Administrative Staff Interview 
Designing a course is neither an individual decision nor a single process, it is a far more 
complex matter. Students, teachers and administrative staff are all factors to be taken 
into consideration. We have so far established in the current study the needs and 
demands of the learning situation, students, TAFL teachers (AT) and subject teachers 
(ST). We wanted to find out what the administrative staff of the TAFL Institutes and 
Dacwa Faculties in both IU and IMU would provide for a TAAP course. We have, 
therefore, interviewed the Deans of the Faculties of Dacwa and their deputies, the Deans 
of TAFL Institutes, the deputy of the TAFL unit in the Islamic University, Heads of the 
Da`wa Departments in both IU and IMU and the Head of the Arabic and Islamic Studies 
Department at the TAFL Institute (IMU). 
They were asked five questions regarding their attitudes toward Language for 
Specific Purposes/Arabic for Specific Purposes, their support, when and where the 
course should take place and the facilities they would be able to provide the course with. 
The sixth question, addressed to the Deans of TAFL Institutes, was related to training 
teachers prior to a TASP course (see Appendix F). In as far as place and facilities, all 
expressed willingness to provide whatever is needed for such a course. 
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9.4: 1 Attitudes towards LAP/AAP 
Administrative staff were asked if they thought that teaching language for academic 
purposes was necessary for the purposes of dacwa. All agreed that it would be of great 
benefit and guaranteed full assistance. 
9.4: 2 Time and Place of a TAAP course 
Three periods of time options to run the TAAP course were given to the staff to choose, 
Table 9.18: 
code time suggested freq. % 
3/1 before students start their courses at the Faculty of Dacwa 
2 20 
3/2 during the time students are studying at the Faculty of Dacwa 
7 70 
3/3 during the time students are studying at the Language Institute 1 10 
Table 9.18: The preferred time for the 1 Ayr course: Administrative statt 
Preferring the second, 70% favoured the time during which students are taking courses 
in the Faculty of Dacwa. Regarding the place for the TAAP course, the majority (80%) 
thought that the TAFL Institute would be an ideal location. There are three reasons for 
this: first, each university has its departments at the same location so students can move 
easily from one department to another to attend courses; second, facilities for language 
teaching already exist; and, third, the TAFL teachers who would teach Arabic for 
Specific Purposes normally work in the TAFL Institutes. It is important to mention here 
that the AS responses are similar to those proposed by First Year Students of Dacwa in 
their questionnaire Chapter Seven). 
9.4: 3 Facilities, equipment and teaching aids 
Equipment, teaching aids and other facilities would all be provided on the course, such 
as rooms, boards, textbooks, overhead projectors, language laboratory, tape recorders 
and audio-visual aids. 
9.4: 4 Teacher training 
Deans of the TAFL Institutes welcomed the idea of training teachers in the area of 




In this chapter we analysed the needs and demands of Arabic teachers, subject teachers, 
administrative staff and explored what support and facilities a TAAP course would have 
and, importantly, what training teachers would be provided if with such a course were 
to run. 
Our survey shows that Arabic teachers and subject teachers are well qualified: 
their attitudes towards TASP/TAAP are positive; they believe that this new approach is 
the right step forward to improve TAFL programmes in Saudi Arabia. Subject teachers 
and learning situation needs are in harmony with the subjective and objective needs of 
the First year Students of Dacwa emphasising reading as the most important skill as a 
priority in a TAAP course. It was found that Arabic teachers at IMU are more 
experienced in teaching language for specific purposes than those at IU. Finally, it was 
suggested that an ideal time for a TAAP course would be during the academic year at 
TAFL institute. 
In Chapter Ten we will employ the needs in designing a TAAP course for the 
students of dacwa. 
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CHAPTER TEN 
Course design for TAAP: Students of dacwa. 
10.1 Introduction 
In the previous chapters we pointed out that apart from the course run by the Institut 
Francais d' Etudes Arabes in Damascus, no other TAAP courses were found in the Arab 
world. An actual need for such courses in Saudi Arabia emerged from the results of the 
initial field survey (Chapter Three) and dacwa was considered an area of consideration. 
We set out to inquire what framework would be needed in designing a course for 
teaching language for specific purposes: to do this we investigated all possible theories 
in the field of Language for Specific Purposes and Language for Academic Purposes 
(Chapter Five). Applying a framework to the field of Arabic for dacwa required us to 
identify the learners' needs, demands such as teachers, learning situation and institutes, 
and types of syllabuses. In the course of our inquiry we became aware of available 
factors and constraints which surround the course design process. In this Chapter we 
will focus on designing a course for Teaching Arabic for Academic Purposes tailored to 
the needs of dacwa students. 
10.2 General preliminary facts 
There are some important facts that need highlighting before we discuss the course 
design, namely that: 
1. No tuition fees are charged in Saudi universities to both home and foreign students. 
We have experienced that our students though mature are less motivated than their peers 
in English for Academic Purposes where students pay for the course. 
2. Despite the fact that most teachers are academically qualified they have no 
experience in teaching language for specific purposes or, for that matter, Arabic for 
Specific Purposes. Any success in running such a course depends on the quality of 
trained teachers by qualified people in the area which means, in the case of Saudi 
Arabia, that prospective teachers would have to be sent abroad for at least one academic 
year. 
3. Teachers in Saudi Arabia are used to teaching from pre-designed textbooks and other 
materials are generally not permitted, whereas in a TAAP course creativity and 
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improvisation are essential. Teachers are expected to make suggestions within the 
course in order to modify or adjust content or methodology of the course according to 
the classroom circumstances. 
4. The nature of the educational system in Saudi Arabia could impose certain 
constraints on the course designer and teachers as well. Thus, to introduce a new course 
or make major changes in an existing course is the decision of the State, bureaucratic as 
it may be. [The proposed course of TAAP, as a result, should be designed flexibly, so 
that any minor changes could be made immediately by teachers or designers. ] 
10.3 A model for TAAP course design 
The diagram (Figure Twelve) below describes the procedures for designing a TAAP 
course for dacwa students at IU and IMU: This model consists of several factors 
classified under four groups: external factors, course objectives, internal factors and 
evaluation. 
Variables Needs, 
Constraints Objectives Demands & Information 
Course Design Process 
Methodology Syllabus 
Evaluation 
Figure Twelve: A model for designing a TAAP course for dacwa students 
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10.3: 1 External factors 
The external factors consist of two components, availability and constraints on the one 
hand and needs, demands and information on the other. They should be identified 
before having the course designed because the margin given to the course designer or 
teacher to adjust these two factors is either very narrow or non-existent. The 
designer/teacher in order to establish these two factors (i. e. the availability/constraints 
and the needs) has to seek the decision makers' agreement which would involve long 
and complex procedures, the result of which could loose time and students. Stopping the 
course in the middle and waiting for an agreement to make changes in the course is 
disruptive and unproductive. One solution to this is to have a team of course designers 
to monitor the progress of a TAAP course and make adjustments which would be 
implemented in the following or future course after the higher authorities have approved 
them. 
Finally, the designers/teachers, though constrained by external factors, can, in 
fact, make changes in terms of adjusting the objectives and the course components of 
the syllabus and or methodology. 
10.3: 2 Course objectives 
First of all we need to state that course objectives are formulated from the needs, 
demands, availability and constraints that have been gathered from the learners, 
teachers, discipline and authorities. Therefore, objectives are an operational restatement 
of the external factors. 
Course objectives should be located in a position between the external factors 
and internal factors. This location will allow for a possibility to change the internal 
factors by making a change in the course objectives. The change should be in the light 
of the existing external factors' scope. That is to say, if evaluating the course and 
students' progress a deficiency in both or either areas is seen, the course 
designer/teacher has to make some alterations in the internal factors. If these alterations 
are relating to the syllabus or methodology they can be made immediately, but if they 
relate to the course itself then amending the objectives of the course is required before 
making any alteration to the course. Any adjustment to the objectives should occur 
within the limitations of the needs. demands, availability and constraints that have 
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already been determined. Hence no extreme change can be expected; instead 
sequencing, re-ordering or even omitting certain objectives can be expected. 
10.3: 3 Internal factors 
The internal factors include the course design process, syllabus and methodology. 
Course design process in this model is not a one-off process. It is a continuous process 
which starts before the actual teaching alongside the classroom activities and lasts until 
the results of the final evaluation are ready. Many changes can therefore be made 
according to the course continuous assessment results. Again the changes should be 
within the range of the course's external factors. 
Syllabus in this context refers to the content of the course and the teaching 
materials which should be selected within the course design process according to the 
objectives of the course. Syllabus, therefore, should reflect the needs of the students. 
Methodology is responsible for determining how the syllabus is implemented; in 
other words, how the course is going to be taught inside the classroom as well as how 
the material is being selected and presented in the syllabus and then in the classroom. 
The interaction between syllabus and methodology should be easily guaranteed 
to enable teachers to benefit from a two-way exchange between these important 
components as will be explained later in this chapter (10.3: 5). 
10.3: 4 Evaluation 
Evaluation is the final component of the model. If it shows that there is a need for minor 
or major modification, the course designer/teacher deals through specific procedures 
(see 10.4) to amend, whenever it is possible, the deficiency. 
10.3: 5 Administering the model 
Looking back at Figure Twelve would help in administering this model as follows: 
1. Translating the gathered needs and demands into specific objectives bearing in mind 
the constraints and availability. 
2. Taking the objectives to the stage of the course design process which could be 
considered as an operations room for the course. In this operations room, the type of 
course, syllabus, materials and methodology are being worked on. 
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3. Establishing effective evaluation procedures for the course. 
4. Content and methodology are decided from the operations room. If a deficiency 
emerges from the assessment an open consultation can be made between syllabus and 
methodology to clear up the problem. The classroom teacher can adjust the content or 
methodology according to the type and size of the problem that he/she has got. The 
consultation can also be made between evaluation and syllabus on one hand and 
evaluation and methodology on the other to solve any problems. 
5. If the same deficiency persisted or another appeared in the second assessment results, 
the teacher has to go in this case to the operations room to consult the course 
designer(s). At this point, any change should not be made without referring to the 
course objectives. 
6. If the same deficiency persisted or another appeared in the third assessment results, 
that means a shortcoming or mistake had occurred during the process of needs 
assessment and should be reported to the designers of future courses. The current course 
has to be run to the end with group or personal attempts to reduce any insufficiencies 
during the course. 
10.4 Developing a course for TAAP for students of dacwa in Saudi Arabia 
This course will be based on the suggested framework discussed earlier in Chapter Five 
(5.3). 
10.4: 1 Needs Analysis 
The three instruments we used in our survey, the questionnaire, diagnostic test and 
interviews were to assess the needs of the learners, teachers and administrative staff. To 
summarise the principal facts in our preceding chapters (Chapters Six, Seven, Eight and 
Nine) we established from the questionnaire that students are adults (18+) of various 
nationalities and who speak different languages. They have already studied Arabic for 
more than two years and their proficiency level is intermediate and above. In general, 
students were not satisfied with the TAFL programmes pointing out that they were 
inadequate in terms of academic writing, comprehensive reading of dacwa literature, 
listening to lectures, discussion and public speaking skills. Having been explained what 
Teaching Arabic for Specific Purposes could offer students welcomed the idea that such 
a course would improve their Arabic for dacwa. Reading indeed was considered as the 
most needed skill in this respect. We list the main points below: 
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a) Learners' needs 
1. The current need is to use Arabic for dacwa. 
2. The future need is to read primary religious sources in Classical Arabic and the 
secondary sources in Modern Standard Arabic. 
3. The deficiency is in reading Islamic resources in general and understanding 
dacwa terminology specifically. 
4. The specific needs are: 
Reading: 
Reading fluently texts set by the lecturer. 
Extracting evidence in religious literature. 
Scanning to have a general idea about a certain topic. 
Reading intensively to extract most information from 
the text. 
Reading to understand the writer's views on a controversial issue. 
Reading to understand and discuss ideas given in the text. 
Deep reading to understand the message given by the text. 
Repeat reading to consolidate ideas. 
Vocabulary: 
Understanding dacwa terminology. 
Correct usage of dacwa terminology when writing. 
Speaking: 
Ability to take part in debate and argument about dacwa 
concepts. 
Delivering a speech or sermon. 
Writing: 
Short essays and assignments. 
Answering examination questions. 
Using grammar correctly when writing in the field of specialism. 
5. Methodology 
A small group size of learners is preferable. Regarding the learning strategies, several 
were recommended such as: 
Listening and note taking. 
Listening without note taking. 
Reproducing what is read. 
Repeating (by way of speaking or writing) what was heard. 
Obtaining information by oneself. 
Memorising. 
Graphing a notebook with new words and expressions. 
More reading. 




As for error correction, no specific method is recommended by the students, but 
we believe that correcting errors individually is a good way. 
Several teaching aids were experienced and students were happy to see them 
being used in a TAAP course: these aids included language laboratory, audio-visual 
tools, fieldwork, newspapers and magazines. The researcher would like to use the 
computer as a learning aid whenever it is possible. The preferred place for such a course 
would be in a TAFL Institute where, it was suggested, it would run during the academic 
year. 
b) Target/learning situation needs 
Learning situation needs are to equip students of dacwa with a competence in reading 
using different strategies to understand Islamic resources in both Classical and Modern 
Standard Arabic. 
10.4: 2 Means Analysis 
The results of the main field study pointed to a number of constraints and availability 
which are summarised below: 
no. factors constraints availability 
I Culture Due to the set-up of the IU and 1. Being Muslims, students can 
IMU as religious universities, the integrate easily in the Saudi 
following are prohibited: i) culture. 
television programmes which ii. Television and video programmes 
contain music and/or females; ii) can be shown after being censored. 
music; iii) female pictures and iv) 
pictures of people or animals. 
2 Tutors Teacher training in TASP is non- A number of them have generally 
existent at the moment. good teaching qualifications. 
3 Students Different language background Students' proficiency level in Arabic 
may interfere with their learning is suitable for a TAAP course. 
process in Arabic 
4 Administrative, Administrative staff. secretaries, 
technical and technicians, workers and cleaners are 
other related staff available. 
5 Time Academic year,. evenings, part- In-session part-time course for one or 
time course for no longer than six two semesters is appropriate. 
hours a week 
6 Space Any number or size of classrooms is 
available. 
7 Facilities/ No computers are available. All the universities' facilities/ 
equipment equipment are provided free. 
8 Accommodation University accommodation is free and 
close to classrooms. 
9 Finance No restrictions 
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II Other 1. Shortage of ready TAAP 1. Designer will run the first course 
influences materials. and will train teachers to develop 
2. Lack of experience in LSP their own materials. 
would affect students, response for 2. First week will be an introduction to 
the first weeks. the course. 
Table 10.1: Means analysis for a TAAP course 
Thus, the scope of the course can be drawn as an in-session part-time course for ten 
weeks. The academic year in a university in Saudi Arabia is divided into two semesters 
of 16 weeks each, the first three are registration and orientation weeks and the last three 
are devoted to examinations; thus there are ten teaching weeks. Two days a week for 
this course will be ideal, the first being Sunday and the second Tuesday giving Monday 
off. Two sessions of ninety minutes each are recommended for each teaching day, in 
addition thirty minutes as a break for refreshments and cishä (evening) prayers. The 
total hours are seven per week i. e. seventy hours for ten weeks for each semester. 
10.4: 3 Goals and objectives 
The goals and objectives are divided into three categories: 
10.4: 3: 1 General goals of the course 
1. The purpose is to develop an in-session TAAP part-time course for dacwa students 
at IU and IMU. 
1. The course is designed for dacwa students whose level in Arabic is intermediate and 
above. 
10.4: 3: 2 Course objectives 
1. To develop main skills in reading Arabic for dacwa and improving secondary skills 
in academic writing, listening and public speaking. 
2. The course is addressed to non-Arab undergraduate or postgraduate students at the 
Faculties of Dacwa. 
10.4: 3: 3 Students' objectives 
The TAAP course is aimed to meet students' needs in order to: 
1. grasp dacwa texts. 
2. master skimming and scanning strategies. 
3. comprehend main points in texts related to dacwa. 
4. interpret statistical information. 
5. understand the organisation of a passage. 
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6. improve the vocabulary of dacwa terminology. 
7. improve academic writing. 
8. improve public speaking. 
10.4: 4 Syllabus design 
The syllabus is Arabic for Specific Academic Purposes (ASAP) as the focus is on 
dacwa. It can also be considered as Arabic for General Academic Purposes (AGAP) 
because it focuses on several skills, micro-skills and strategies which help in dacwa and 
in other academic disciplines. 
Students will be users of Arabic rather than learners, so that the focus of the 
syllabus will be on providing them with skills and strategies that help them to obtain 
information which they need, thus working independently. In other words the syllabus 
will focus on making students aware of their potential competencies to employ them 
during the course and then stimulate them to undertake the texts on their own after the 
end of the course. That of course will enable them to carry on to improve their abilities 
in the required situations even after the completion of the TAAP course. 
10.4: 4: 1 Selecting the content 
The content of the syllabus is closely related to the learners' needs and learning 
situation demands. It is selected from the field of study and represents the whole subject 
that relates to the students' discipline and future work. Most of the texts must be 
selected from primary Arabic sources relating to dacwa and Islamic Studies in general. 
Some related texts can be selected from academic journals and newspapers and 
magazines. Materials can also be generated from audio-visual resources within the 
restrictions of the two universities as mentioned above. Indeed, the actual teaching in 
the Faculty of Dacwa is an appropriate environment in which to devise the teaching 
materials for a TAAP course. 
10.4: 4: 2 Setting up the skills 
To take advantage of the various texts it is important to set up the skills that are needed 
by the students and their particular study needs: these macro-skills and their micro-skills 






Deducing unknown words. 
Extracting main points and evidence from texts. 
Distinguishing between factual and non-factual information. 
Distinguishing between important and less important information. 
Distinguishing between relevant and irrelevant information. 
Distinguishing between explicit and implicit information. 
Distinguishing between ideas, examples and opinions. 
Overviewing texts related to dacwa. 
Understanding and interpreting graphics and statistical information. 
Understanding the organisation of passages. 
2. Public speaking 
Statement of purpose- 
Introductory remarks. 
Content. 
Information in details. 
Giving evidence and references. 
Concluding remarks. 
3. Writing 
Relevance of vocabulary. 
Construction of sentences, paragraphing. 
Correct usage of dacwa terminology. 
Correct usage of spelling, conjunctions, punctuation marks. 
Correct usage of articles and prepositions. 
Correct use of aspects, conditionals and negative. 
Coherence of thought and logic sequence. 
4. Listening 
Decoding. 
Comprehending the main and subsidiary points. 
Taking notes. 
10.4: 4: 3 Order and adaptation of texts 
Written texts, audio-visual materials devised from authentic sources should be 
modified, ordered and adapted to the skills required. Frequent meetings and discussion 
should solve most of the problems that arise regarding to type and quality of texts 
selected for students. Primary sources are essential as mentioned in Chapter Six (6.4: 4). 
On selecting texts, priority should be given to the areas that are frequently used. 
In our experience, it is important to re-write or adjust the text according to the skills 
needed in the class (and that vary from one year to another), adapt them with drills, 
exercises and activities for classroom and after-class assignments. 
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10.4: 5 Methodology 
I. Reality control (see 5.3: 1: 5) 
In principle, no serious difficulty is expected regarding the level of texts. The students 
are not beginners and can cope with complicated texts. A margin for unpredictable 
difficulties should be taken by the course designers; it can be the result of diversity in 
the students' level in Arabic and the nature of certain topics or teaching techniques used. 
In such a case, reality control can play a significant role in two ways: 
1. The teacher has to give reasonable time to explain, clarify and employ appropriate 
teaching aids to simplify the task. 
2. Topics, as often emphasised, should be inherent to the students' study purpose 
(dacwa). This will reduce the inadmissibility of the students to the topics and make the 
teaching more simple and enjoyable. 
II. Nontriviality 
Students sometimes, especially in LSP courses, require every topic and activity to be 
related to their specific purposes. It is believed that determining and understanding the 
needs of the students and their discipline of study will help course designers to avert 
triviality. The advice is to avoid topics that serve no need to students. Naturally, some 
topics may attempt to remedy a deficiency resulting from the needs assessment stage, 
but in this case things should be clarified to the students. Avoiding triviality can also be 
guaranteed by not selecting topics that are very much lower than the level of the 
students. 
III. Authenticity 
The principle of authenticity is undoubtedly ascertained in this course because most of 
the texts are generated from the students' field of study. Even those selected from other 
sources are strongly connected to the students' specific purpose (see 5.3: 5). 
IV. Teaching techniques 
The appropriate techniques used should be selected with regard to the nature of the 
target skills and strategies. They are not regarded as objectives on their own, but as tools 
which should be employed in the teaching process in a perfect way; for example, gap- 
filling, multiple-choice, open- question and matching can all be used in teaching 
academic reading lessons. 
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Naturally, each activity presumes certain techniques which are usually decided 
by the course designer in principle but can later be replaced by other techniques in the 
classroom. For this reason a list of teaching techniques are listed below to guide 
teachers where there is a need for it (Hutchinson and Waters 1994: 139-142): 1) Gaps, 
designed to encourage students to think. This technique includes: gaps of information to 
allow students to share knowledge about a specific topic; option-gaps to distinguish 
between important and less important information on the one hand and relevant and 
irrelevant information on the other; and certainty-gaps to decide what is certainly 
known, what can be supposed or predicted and what sort of information that is not in 
hand at all; 2) Variety, which is practised to keep the mind attentive. So, different types 
of materials can be used such as texts, tapes, pictures and speech. In addition, the whole 
class can be involved in the activities as well as pairs or individual groups. The focus 
can be on accuracy, fluency, discourse or structure; 3) Prediction, which is important to 
both the use and learning of language. It is to establish students' confidence by enabling 
them to appreciate the potential information about the target activity. Teachers, by 
employing this technique, will be able to identify the gaps in the information and work 
from there to make the teaching closer to the needs of the students. It also motivates 
students to continue to the next step of the lesson where their predictions will turn out to 
be true or false; 4) Enjoyment, where all techniques and activities should be designed to 
make the teaching process enjoyable; 5) Coherence, where the lessons are designed and 
implemented coherently, each step depending on the former and leading to the next one; 
6) Preparation, to warm students up before lessons and make them ready to learn; 7) 
Involvement, by asking questions. They should not be silly nor difficult and students 
should be given a reasonable time to answer; and 8) Creativity, where lessons should 
enable students to produce different answers, ideas and opinions about the same topic. 
10.4: 6 Evaluation 
The course will include three types of tests: placement, progress/diagnostic and 
achievement/attainment. There will also be a final evaluation to find out about the 
course, teachers and students from both students and teachers. 
1. Placement test 
To save time, students should attend this test at least a week before the beginning of the 
TAAP course. Depending on the result of the test students will be grouped according to 
their level in Arabic. 
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2. Progress/diagnostic test 
This test has to be done three times during the course. At the end of weeks three, six and 
nine. These tests are to assess the progress of the students and their responses to the 
teaching process as well as to identify areas of difficulty that students are weak in. 
Results of the tests may lead to some changes in the syllabus, in the methodology or 
even in the course. 
3. Achievement/attainment test 
This test takes place at the end of the TAAP course (week Ten) to evaluate the students' 
level and whether they have learned what they have been taught. Results of the test 
should be used to improve the next course. 
All tests should be done and marked by the teachers of the TAAP course and 
the results reported to the course organiser. In the final week (week Ten) an evaluation 
questionnaire should be distributed to evaluate the students and the course from the 
teachers' perspective, and to evaluate the teachers and the course from the students' 
point of view. These tests are to be conducted by the course organiser. 
10.5 Syllabus specifications 
The following, Table 10.2, is what we propose. It is a syllabus which includes the 
course contents week by week in terms of topics, skills, objectives and micro-skills. 
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weeks topics skills objectives micro-skills 
One 1. Introducing 1. To provide students with 






2. To be aware of the language No specific micro-skills 
of dacwa 
be 




Two To be aware and be able to Overview, scanning, 
employ micro-skills such as skimming, comprehension and 
Tafsir summarising, skimming, distinguishing between ideas, 
(Qur änic Reading scanning and comprehension in examples and opinions 
exegesis) order to understand the given 
texts 
Three Ha ith Reading To able to: 1. Prediction, scanning and 
(sayings and and I- read hadrth correctly. skimming 
deeds of the speaking 2- extract the main points in a 2. Deducing unknown words 
prophet badith. 3. Extracting main points and 
Muhammad) 3- identify the chain of evidence from texts 
authorities in hadith literature. 4. Distinguishing between 
explicit and implicit 
information 
5. Understanding relationships 
between and within sentences 
6. Recognising the specific 
language used in the text 
7. Reading aloud 
Four Mustalahät al- Reading To be able to: Same as Week Three above + 
hadith (hadith Writing - identify authenticity of hadith. - recognising semantic markers 
terminology) Speaking - discuss different examples of and their functions. hadth. - construction of sentence, 
- make written notes on the topic. paragraphing. 
- write short paragraphs about the - correct usage of dacwa topic. terminology, spelling/ 
- read aloud. orthography, conjunctions, 
articles, and punctuation marks 
in writing 
Five Dacwa Reading To be able to: Employing all the previous 
workshop writing, - work in the actual field of micro-skills and strategies 
speaking dacwa 
and - evaluate what students have listening learned from the course 
Six Tawhid Reading To be able to: - differentiate Same as Weeks Three and 
(Theology) and between concepts Four above + understanding 
speaking - read in depth to understand the text organisation 
fine partitions in meaning To prepare and 
- deliver a talk about the topic deliver a khutba (sermon) 
Seven Sira (The Reading To be aware and compare Same as Weeks Three, Four 
biography of different historic, religious, and and Six above (except for the 
the prophet cultural components in a text preparation and deliverance of 
Muhammad) a khutba ) 
Table 10.2: Designing course for TAAP; syllabus specifications 
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weeks topics skills objectives micro-skills 
Eight Islamic Reading To be able to: - extract the main Same as Weeks Three, Four, 
education and and significant points from Six and Seven 
writing primary sources 
1- search through text (s) for 
relevant/irrelevant, 
important/less important and 
explicit/implicit information 
2- write short and meaningful 
paragraphs 
Nine Fiqh (juris Reading To be able to: Same as Weeks Three and 
prudence) Listening 1- recognise methods of Four + 
Writing extracting ahkäm (verses to 1. understanding text 
prove that some- thing is either organisation 
acceptable or not) from the 2. decoding what has been 
Qur an and sunna (tradition of the said 
prophet) 3. comprehending the main 
2- follow ideas on controversial and subsidiary points 
issues 4. taking notes 
3- listen to various fatwväs 
(religious decrees) and extract the 
main points 
4- take notes from listening to 
lectures, radio and television 
programmes 
Ten Da°wa The four To assess and evaluate students' Employing all the previous 
workshop traditiona progress strategies and micro-skills 
1 macro- 
skills 
Table 10.2: Designing course for TARP; syllabus specifications (continued) 
10.6 Framework for experimental unit 
In this section an overview will be given about how a unit can be designed and 
conducted. The reading task is divided into three stages: pre-reading, while-reading and 
after-reading; the focus is on the technique of scanning as it is the appropriate one to the 
strategy of reading for information. Of course, several techniques, such as, skimming 
and understanding the organisation of the text were not dismissed. The unit prompts 
students to play a role in the teaching process instead of giving the teacher the whole 
thing. Hence, all the activities are shared between small groups of two or three students 
and at the end of the activity the knowledge should be shared with the whole class, 
including the teacher. 
The teacher is a leader and guide for the class, so he has to introduce the topic to 
the students in the appropriate way. In this unit the teacher has to warm the students up 
with a prediction question about what type of points can be discussed under the title of 
the text. The teacher has also to explain some concepts related to the reading techniques 
and strategies as well as involving students in discussion. The final responsibility is to 
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control the time for the unit as a whole and for each activity. The overall time for the 
unit is 210 minutes divided into 120 minutes for reading, 35 minutes for writing and 25 
minutes for speaking, allowing 30 minutes for prayers followed by refreshments (see 
Appendix J). Teachers are provided with a detailed guide (see Appendix K). 
Here is an outline of these important stages during the reading session: 
I. Pre-reading stage 
1. Motivate students and animate their interest by relating the topics to their 
specific purposes. Pre-reading questions to warm the class up may help. 
2. Use teaching aids, news or even short story or quiz to encourage students to 
read the text to find more about these starters. 
II. While-reading stage 
1. Reading through is essential: it enables students to globally understand the 
text. When the students understand the overall meaning of the text then move 
towards activities of detailed understanding (Grellet 1981: 6). 
2. Suggest or let students suggest points to search for during the while-reading 
stage 
3. Students should answer the following questions while reading (Beaumont 
1983: 26-34): 
- What is the text for? 
- Who is it written for? 
- How does it achieve its purpose? 
- What are the topic and the main points? 
- What are the supporting points? 
- How it can be distinguished between the main and the supporting 
points? 
- What are the author's points of view? 
In order to answer the above questions and to improve the students' skills in 
reading, several strategies should be followed, such as: 
1. The main point or ideas in the text can be identified by skimming. 
2. The details can be obtained by scanning. 
3. Predict what type of information likely to be found next in the text. 
4. Do not stop to understand each word and especially difficult ones. 
5. Deduce the unknown words, phrases or sentences (infer from context). 
6. Identify and analyse cohesive devices. Students in this context should 
recognise four types of cohesion: 
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6.1. Reference and substitution which could be pronouns such as huwa 
(3ms), hiya (3fs), hum (3mpl), hunna (3fp1), etc, or could be 
demonstratives such as hädhä (ms), hädhän (md), hädhihi (fs), 
häteni (fd), etc. 
6.2. Ellipsis, when a word or even more is completely dropped 
such as, when one person says: man rawa al-hadith? (who has recounted 
this hadith? ) Another answers: al-Bukhäri. That means: al- 
Bukhärl rawa al-hadith ( al-Bukhari related the hadith) . 
6.3. Conjunctions or links which are used to connect sentences such as: 
wa- or fa- (and, then therefore etc. ), 
`alä r-raghm min dhclik (in spite of 
that), läkin (but, however etc. ), bimä anna (in view of the fact that, since, 
as, inasmuch as, because), etc. 
6.4. Lexical cohesion where related words are used in different 
sentences such as sunna which can be haýrlth, fi'l (act) or suküt (no 
comment to a question raised to the prophet). 
Ill. After-reading stage 
Depending on the type of the reading text, written or oral activities can follow the 
reading in order to strengthen and substantiate information and skills that have been 
gained or employed during the reading stage. In addition, each reading lesson is usually 
followed by drills and exercises to make sure that students have achieved the objectives 
of the reading lesson. 
10.6: 1 Designing the experimental unit 
This unit is basically designed to teach academic reading. Writing and speaking are 
integrated in the TAAP course and therefore we have sampled their related importance 
in this experimental unit (the whole unit is presented in Arabic in Appendix J). The text 
is selected from a classical source called: Tanbih al ghtfi%in (alerting the inadvertent) by 
al-Samargandi (d. 373/983-4 or 393/1002-3): this selection is intended because it fits 
well with the students' needs of exploring classical texts. 
The topic (the first day of Week Four) will be presented through a classical text 
entitled "Al-Amr brl-niacrüf n-a- I-nahi can al-munka? ' containing about 350 words in 
its original form. It deals with aspects and effects of "commanding the good and forbidding the 
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evil" (Netton 1997: 34) on the lives of Muslims. For this unit, the skills employed are 
mainly reading 70%, writing 15% and speaking 15% of the total time. 
10.6: 1: 1 Administering the unit 
Learners are supplied with handouts and teachers follow instructions in the teachers' 
guide. This is a two hundred and ten-minute unit of day one of Week Four, the 
objectives of which are a) to identify the authenticity of ba th involving learners in a 
discussion of different types of hadith, b) note-taking techniques, c) writing short 
paragraphs about a topic, and d) reading aloud and discussing some examples verbally. 
Micro-skills for this unit include i) enabling students to explore Classical Arabic texts, 
ii) practising skimming and scanning, iii) using the strategy of reading for information, 
iv) understanding text organisation, v) reading aloud, vi) practising punctuation marks, 
and vii) involving learners in discussion groups. 
Organisation of the unit 
First: reading task 
Title of the reading passage is "AI Amr bil-macrüf wa I-nahi can al-munkar". 
A. Pre-reading stage (warming up) 
1. What kind of topics do you predict to be discussed under this title? 
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B. While reading stage tage 
1. Skim the following text in three minutes and then discuss with your peer what points 
you remember: 
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2. Scan the text in order to find information to support or match the following 
statements: 
. t+ 
JL..,. yl J,;. ii ,,, cL-, yl 4j' Y .J s-)ý; .. ) 
'j J jJ X11 ä; I ji11 uLyl ý. Lc .ý 
H 
, Wi ý, L, 
lo :v Sly ýý .ý 
i'ý. JI -P v, .G, la a,. Li 
ölýý)1 alc 
I ß. 1G . -A 
j, o"': lluL. j 
C. After- reading stage 
1. Re-read the text to locate the evidence from the Qur'an or hadith on the following 
statements: 
t 
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2. Underline the main points in the text. 
3. How many paragraphs would you divide the text into: (tick the appropriate answer) 
() three () four () five or () six 
4. Are the hadiths in the passage mentioned in al-Bukhari and/or Muslim's text? 
Second: Writing task 
1. Re-read the text and put in the appropriate punctuation marks. 
2. Identify the main da`wa terminology in the text and describe it in writing. 
3. Write a short paragraph on any topic of the text. 
Third: Speaking task 
1. Sufvan al-Thawri said in the passage that: 
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a) in your opinion is this a fact or a comment? 
b) discuss what you think with your peer 
c) let one of you present what you think to the whole class 
2. Now read the passage aloud in fully vocalized form. 
10.6: 2 Teacher' s guide 
We will now provide information about the teacher's guide for the above mentioned 
unit (10.6: 1). Teachers are given detailed instructions regarding each task and each 
activity. Teaching time is 180 minutes for the whole unit and an extra thirty minutes for 
a break. In the following (see instructions in Arabic in Appendix K) the teachers' 
instructions as to how to teach the unit will be briefly outlined. 
The time allocated for each exercise is considered on the basis that the unit 
presented here is in Week Four which that students had already been briefed earlier on 
the application of micro-skills and techniques. The timing of the exercises in this 
experiment unit is flexible and teachers might need to re-distribute it according to the 
students' needs and levels. 
First: reading task 
1. Warm-up. The students are asked question no. Al in the pre-reading stage. Students 
should be divided into small groups of pairs or threes and each group asked to make 
notes and present their prediction about the topic to the class. Time given is three 
minutes for you to introduce the prediction technique and seven minutes for the students 
to guess, totalling ten minutes. 
2. The students have to answer question no. A2 in the pre-reading task individually. The 
class is then divided into small groups to discuss and compare their answers. At this 
point you need to go around to check their work. The correct answer is given to you in 
your guide. The approximate time is eight minutes. 
3. For BI explain to the students what skimming means and what the aim of this 
technique is, then ask them to skim the text in three minutes to pick-up some essential 
points from the text. The time is seven minutes for you to explain the skimming 
technique, three minutes for them to skim the text and six minutes for discussion linking 
the points they remember from the skimming, totalling sixteen minutes. Do not allow 
them to refer to the text during the discussion. 
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Note 1: 
Skimming is to read through a text quickly to understand the main points without 
bothering about the meaning of the new vocabulary or the details. 
4. Ask the students to re-read the text to find the correct answers to question B2, the 
information they collect individually should be discussed in small groups and then the 
correct answers given to them (provided for you in your guide). Before anything else, 
you need to explain to them what is meant by reading for information (see note 2). Take 
seven minutes to explain the technique, ten minutes for the students to scan the text and 
five minutes to check the answers with you. B2 should take twenty two minutes in total. 
Note 2: 
Scanning means reading for certain information. To make a successful scan students 
should: 1. Focus on the aims of reading ignoring irrelevant information; 2. Search for 
the required information in the likely places, and 3. run your eyes rapidly over the text 
looking for hints associated with the information sought. 
5. Question Cl in the reading task asked students to read to locate some certain 
evidence from the text. Advise them to use the scan technique to establish the target 
evidence. Divide the students into groups in pairs after the reading to compare their 
answers and then give them the correct answers, which are provided in the guide. Give 
them ten minutes for the whole activity. 
6. In question C2 in the reading task students are asked to underline the main points in 
the text. Explain that to them and give them the first point as an example. The main 
points are already underlined in the guide. Give seven minutes for procedural 
techniques in underlining main points, ten minutes to underline the main points and 
eight minutes for the discussion. C2 should take twenty five minutes in total. 
7. For C3 give them ten minutes to divide the text into paragraphs after giving them the 
first paragraph as an example; then ask them to discuss their answers in pairs and with 
you. The answer is provided in your guide. The total time for C3 is fifteen minutes. 
8. For C4 you should bring to the class handouts from al-Bukhari and Muslim to teach 
them how to find information about the authorities of hadith, take five minutes for this 
explanation; then give the students nine minutes to look at hadith in the handouts 
provided and to discuss their work. 
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Second: Writing Task 
1. Explain to the students what is meant by punctuation marks and when they are used. 
Provide them with a list of these marks and the way they are used (see note 3). Give five 
minutes to the explanation and eight minutes for them to put the marks on the passage 
and to discuss with them the answer. 
2. Make clear what you mean by da`wa terminology (two minutes) and then ask the 
students to locate the terminology in the passage in four minutes; then, give them six 
minutes to describe this terminology by writing short definitions. Twelve minutes is 
allocated for the whole exercise. 
3. Ask each student to choose a topic from the text and to write (ten minutes) short 
paragraph (s) about it. 
Note 3: 
Prepare yourself for this activity by reading the guide entitled Mucallim al- 
ilmli'al hadith lil-tulläb wa-1-muaallim n wa-1-cfamiyyin by Muhammad Ibrahim 
Salim: (Cairo, 1407/1987), pp 193-208. 
Third: Speaking Task 
Give the students hints about how to express their opinion, how to listen to the opinion 
of others and what kind of language can be used to express one's views. Give them 10 
minutes for question no 1 in this activity; try to join in the discussion. Different views 
make a discussion interesting. For reading aloud give the students fifteen minutes to 
read. From time to time give them examples of the ideal reading. 
10.7 Conclusion 
We have worked on general principles to make the course match the country's specific 
conditions. The researcher thereafter introduced a model for a course in Teaching 
Arabic for Academic Purposes containing some external and internal factors, objectives 
and evaluations. The chapter focused on designing the TAAP course based on the data 
collected from the main field study such as learners' needs, teachers and organisation 
demands as well as the learning situation needs. We prepared at the end a unit for 




Coming up with this research was firstly a response to the Imam Muhammad Ibn Saud 
Islamic University in sending the present researcher to study course design in TAFL at 
the University of Leeds. The question was what type of course is really needed in Saudi 
TAFL programmes and how can it be designed? In order to answer this question we had 
to conduct an initial field study in which we investigated the TAFL programmes and 
whether or not the needs of the TAFL students were met. The results of the initial field 
study led us to conclude that the students' primary concern was to improve their level of 
Arabic in Islamic Studies and da'wa in particular. One other serious concern in Saudi 
Arabia is the lack of TAFL programmes addressed firstly to non-Arabs and their 
families who live in the country for short or long periods. With this in mind and with 
the strong belief in the importance of da'wa studies the researcher set out to inquire 
about the specific needs of non-Arab students studying da'wa at Imam University 
(Riyadh) and Islamic University (Al-Madina). 
Establishing a theoretical framework for learners' needs assessment and analysis 
was a crucial point in this project as we understand that learners' needs are the most 
important factor in the field of Language for Specific Purposes. In fact, learners' needs 
were not important as a target in itself but rather to employ them in designing a course. 
Our review of the literature on teaching languages for specific purposes helped us to 
establish a theoretical framework for a course design focusing on Arabic for da`wa. To 
make things more pragmatic we presented an experimental unit as an example of how 
this course can be implemented. 
In more detail, we did base our investigations on two field studies: the first 
involved the final level students of TAFL and a sample of the non-Arabs working in 
Saudi Arabia; the second was concerned with non-Arab students in the Faculty of 
Da`wa at Imam University and Islamic University. 
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In the initial field study candidates listed several fields and disciplines they think 
that Arabic is needed for, eg. 77 (79.38%) TAFL students indicated the need of Arabic 
for religious purposes, 40 (41.24%) for education and 19 (19.59%) required Arabic for 
day-to-day activities. Non-Arabs working in Saudi Arabia, on the other hand, pointed to 
the need of Arabic for communicating with their Arabic-speaking colleagues (49.05%), 
read in Arabic for work purposes (45.50%) and represent their organisation in Arabic- 
speaking professional circles (41.42%). 
Among the majority of TAFL students (79.38%) that need Arabic for religious 
purposes we found that 78.35% of them were generally weak in several areas of Islamic 
Studies. This cause for concern urged the researcher to examine the reasons behind their 
weakness, in particular that 80.41% of the students indicated that they need Arabic 
specifically for da`wa studies. Our attention was therefore drawn to design a course 
with these pressing needs in mind. 
Consistently, we looked into several frameworks in the EFL/ESP literature. Our 
survey showed "reading" to be the most required skill for students in academic 
situations. Our students have already completed a course in Arabic as a Foreign 
Language and reached an intermediate level or above in Arabic. Indeed, they are users 
of the language more than learners and what they would need is reading micro-skills to 
enable them to improve their Arabic to be used during the target course and after the 
course is over. Thus, one of the results of this survey indicated that designing courses 
for Teaching Arabic for Academic Purposes should rely on improving the skills and 
strategies that help students to study at the university alongside Arab native speakers. 
Accordingly, principles and bases of course design in English for Specific 
Purposes and English for Academic Purposes were intensively surveyed emphasising 
those concentrating on skills-oriented approaches rather than content-oriented 
approaches. We proposed a framework for a TASP course design consisting of several 
integrated stages (Table 5.1), the principles of which are: i) needs analysis, including 
target situation, learners, educational organisation and teachers; ii) setting the general 
goals and specific objectives; iii) means analysis, including availability and constraints; 
iv) syllabus design, emphasising a skills-based syllabus; and v) methodology and 
assessment. 
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Needs assessment was given particular attention in the second (main) field 
study. We did not focus on the learners' needs only but extended to the learning 
situation, believing it to be the more objective and reliable source for needs, reflecting 
the nature of study and the type of language used as well as the skills required. 
Likewise, needs, demands, advice and suggestions of the subject teachers and Arabic 
teachers were assessed. We also investigated the facilities and support that can be 
provided by the educational organisation by interviewing the administrative staff at the 
two universities. 
The most important results of the needs assessment process supported what was 
to us clear in the analysis of the learning situation, that reading was the most essential 
skill for learners to cope with Classical and Modem Arabic. The TAFL programmes, in 
the candidates' view, were inadequate in equipping them with academic macro-skills. 
The diagnostic test results showed that students were weak in several reading strategies: 
overviewing texts, skimming, scanning, comprehending the main points in a text and 
understanding the organisation of a passage. As for writing, students suffered from a 
lack of using the appropriate da`wa terminology, as well as using correct grammar and 
syntax. Regarding teachers, we found that Arabic teachers in Imam University were 
more qualified in teaching than their peers in the Islamic University though da'wa 
teachers proved to be well qualified in both universities. All teachers were supportive of 
a TASP course and suggested reading as a top priority for da`wa studies. 
Taking into account various factors affecting the process of designing a course 
under the umbrella of the Saudi educational system and recognising the needs and 
demands that were identified by the main field study, we proposed a model for a course 
design in Teaching Arabic for Academic Purposes. This model embraces external and 
internal factors, objectives, syllabus design, methodology and evaluation. The external 
factors involved needs, demands and information about the learning situation, on the 
one hand, and constraints and availability on the other. These are usually set up at the 
beginning of the course as a result of a needs assessment process and are not subjected 
to any changes during the course. From the external factors we extracted the objectives 
of the course and according to these objectives the syllabus was designed and the 
methodology defined. The last factor was the evaluation. If evaluation at any stage 
shows a deficiency there can be a discussion on the internal factors, i. e. we can find out 
if the problem is posed by a shortcoming in the syllabus content or by the methodology 
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used. In fact we put an open channel of communication between syllabus and 
methodology and any problem could be solved. If the problem persists, consultation 
with the course designer could resolve it by going back to the objectives of the course 
and making any possible change. If, however, the problem remains, then it has to be 
related to the external factors; in this case it would not be solved until making another 
needs assessment. 
Subsequently, we developed a ten-week course in Arabic for da`wa students. 
The course is projected to take place during the academic year twice a week in the 
evenings, each session lasting three and half hours (including thirty minutes break). All 
the micro-skills reported in the needs analysis stage will be covered within several 
topics related to the students' study. 
How the course can be implemented was discussed in detail in an associated 
unit. We chose Week Four from the syllabus specification section (Table 10.2) and set it 
up ready to be taught for one hundred and eighty minutes (180), giving reading 70% of 
the time, writing and speaking about 15% each. This unit is summarised in Chapter Ten 
(10.6: 1) and presented in Arabic in Appendix J. 
The researcher believes that TAFL should be extended outside the university to 
include non-Arabs in the Saudi community. This could be achieved through the 
universities or the Ministry of Knowledge by developing short courses for learners at 
different levels in Arabic or by launching private centres to run TAFL as well as TASP 
programmes. Any innovation in this direction should be based on evaluating the current 
TAFL programmes to see whether or not they have achieved what they were designed 
for. 
Our findings in this thesis lay the foundations for future studies and planning not only in 
the context of Saudi Arabia but in other centres outside the country. Arabic for specific 
purposes is an inevitable development and should be introduced to the field of TAFL 
within the university context and in terms of non-degree courses. It is our belief that 
TAFL short courses should be available to non-Arab adults as well as including TAFL 
programmes for children of non-Arabs in the private and public sectors. 
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The model presented in this thesis can be applied to other disciplines in Islamic 
Studies; furthermore the framework introduced in our study can in fact be adapted to 
any area including the arts, sciences or, for that matter, any profession. We also think 
that Arabic for Academic Purposes concentrating on study-skills is an area which 
justifies exploration among Arab students in our universities. 
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The Initial Field Survey: Results of the TAFL students' questionnaire 
A. Personal information 
1- Age: (18+ adults) 
2- Gender 
code gender frequency percentage 
2/1 male 97 100 
2/2 female 00 00 
3- Religion: (100% Muslims) 
4- Nationality 
no. nationality frequency percentage 
1 Afghan 14 14.43% 
2 Albanian 03 03.09% 
3 Bosnian 06 06.18% 
4 Chinese 06 06.18% 
5 Filipino 03 03.09% 
6 Ghanaian 02 02.06% 
7 Hungarian 03 03.09% 
8 Indian 10 10.30% 
9 Indonesian 02 02.06% 
10 Liberian 02 02.06% 
11 Malaysian 02 02.06% 
12 Nigerian 04 04.12% 
13 Pakistani 08 08.24% 
14 Russian 06 06.18% 
15 Somali 03 03.09% 
16 Turkish 02 02.06% 
total and percentage 76 78.35% 






iversity in which the institute belongs to freq. % 
Jmm Al-Qura University (Makkah) 16 16.49 
mam University (Riyadh) 36 37.11 
K, in Saud University (Riyadh) 12 12.37 
slamic University (Al-Madina) 33 34.02 






o mother tongue frequency percentage 
Bosnian 04 04.12% 
English 04 04.12% 
Hausa 04 04.12% 
Malay 04 04.12% 
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5 Pushtu 13 13.40% 
6 Russian 04 04.12% 
7 Urdu 13 13.40% 
46 47.42% 
7- Future plans 
code future plans frequency percentage 
7/1 teachers 33 34.02 
7/2 ducat (missionaries of Islam) 40 41.24 
7/3 specialised in Islamic Studies 24 24.74 
8- Educational standard: 
code educational standard frequency percentage 
8/1 General High School Certificate. 67 69.07 
8/2 Specialist Diploma 20 20.62 
8/3 BA and MA 10 10.31 
9. Exnected areas of study at university 
cod 
e 
expected area of study frequency percentage 
9/1 medicine 2 2.06 
9/1 engineering 3 3.09 
9/3 shari`a (Islamic law) 15 15.46. 
9/4 fundamentals of religion 12 12.37 
9/5 dacwa 31 31.96 
9/6 Arabic language 16 16.49 
9/7 social sciences 18 18.56 
B. Attitudes towards foreign languages 
10. Do you think that learning a foreign language is necessary? 
code y es no 
10 necessity of learning a foreign language freq. % freq. % 
92 94.85 5 5.15 
11. Why learning a foreign language is necessary? 
code reasons for learning a foreign language frequency percentage 
11/1 to obtain a good 'ob 30 30.09 
11/2 to further your study 48 49.49 
11/3 sensitive to the world's values and traditions 33 34.02 
11/4 to have access to world literature 41 42.27 
11/5 to follow current world affairs 48 49.49 
C. Needs for studying Arabic 
12. You are studying Arabic, is that because of: 
code I reasons for studying Arabic I frequency I percentage 
12/1 1 daily life needs 1 19 1 19.59 1 
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12/2 religious needs 77 79.38 
12/3 need to continue academic studies 40 41.24 
12/4 need to find a 'ob 9 9.29 
13. What do you like to read? 
code type of readings frequency percentage 
13/1 textbooks 68 70.10 
13/2 newspapers and magazines 43 44.33 
13/3 instructions and directions on food and medicine 
containers 
27 27.84 
13/4 religious books in general 75 77.32 
13/5 literary books in general 37 38.14 
14. The academic field that you feel that your Arabic will not help you to study at 
university level: 
code the academic field in which their Arabic is weak frequency percentage 
14/1 Islamic Studies 76 78.35 
14/2 Arabic and its literature 31 31.96 
14/3 science and medicine 15 15.46 
14/4 social sciences 34 35.05 
14/5 none of the above 10 10.31 
15. On the strength of being in an Arabic environment, do you find it difficult to understand 
one or more of the following areas? 
code areas of difficulty (vocabulary) frequency percentage 
15/1 religion 60 61.86 
15/2 politics 19 19.59 
15/3 engineering 45 46.39 
15/4 medicine 52 53.61 
15/5 security and military 34 35.05 
16. In which areas do you want to strengthen your Arabic? 
code areas to improve Arabic frequency percentage 
16/1 Islamic Studies 89 91.75 
16/2 politics 15 15.46 
16/3 engineering 05 5.16 
16/4 medicine 2 2.06 
16/5 security and military 1 1.31 
(In case you ticked number 16/1, go to number 17) 
17. If you have chosen Islamic Studies then is it: 
code reasons behind choosing the perspective fields frequency percentage 
17/1 to study and perform dacwa 78 80.41 
17/2 for prayers and daily basis 19 19.59 
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18. When do you prefer to attend a course to improve your Arabic in the perspective field? 
(Choose only one) 
code referred time for a TASP course frequency percentage 
18/1 during the first year of the TAFL programme 2 2.06 
18/2 during the fmal year of the TAFL programme 30 30.93 
18/3 after completing the TAFL programme and 
before beginning of the academic year 
19 19.59 
1814 during the first academic year 42 43.30 
18/5 any time during the evening 4 4.12 
19. Questions from 12 to 18 focused on an approach for teaching languages for specific 
purposes (LSP) suitable to learners' needs. Do you have any previous experience in this 
approach? 
code experience in LSP yes no 
freq. % freq. % 
19 previous experience in LSP 12 12.37 85 87.63 
20. From your experience in LSP, if any, and from what you have extracted from the above 
questions, do you support a course in Arabic for Specific Purposes? 
code attitudes toward TASP yes no 
&e q. % freq. % 
20 supportive 76 78.35 21 21.65 
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Appendix B 
The Initial Field Survey: Results of Non-Arabs' questionnaire 
A. Personal information. 
1-Name (Optional) .......................................................... 
2- Age (Between 20 and 60) 
3- Gender 
code gender frequency percentage 
3/1 male 309 84.20 
3/2 female 58 15.80 
4- Religion 
code religion frequency percentage 
4/1 Muslim 189 51.50 
4/2 Christian 133 36.24 
4/3 other 45 12.26 
5- Nationality 
no. nationality frequency percentage 
1 American 66 17.98 
2 British 55 14.99 
3 Indian 89 24.25 
4 Indonesian 5 1.36 
5 Pakistani 68 18.53 
6 Filipino 41 11.17 
7 Swedish 5 1.36 
6- Mother tongue 
no. mother tongue frequency percentage 
I English 123 33.52 
2 Indonesian 5 1.36 
3 Pilipino 41 11.17 
4 Swedish 5 1.36 
5 Urdu 159 43.32 
7- Occupation (actual work) 
no. occupation frequency percentage 
1 accounting 13 3.54 
2 general administration 22 6.00 
3 computer 7 1.91 
4 military forces 96 26.16 
5 diplomatic services 51 13.90 
6 engineering 20 5.45 
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7 marketing 10 2.73 
8 medical services 46 12.53 
9 secretariat 50 13.62 
8- Present place of work 
No. place of work frequency percentage 
1 Abha 36 9.81 
2 Jeddah 81 22.07 
3 Riyadh 250 68.12 
9- Educational background: 
code educational background frequency percentage 
9/1 Bachelor of Arts 218 59.40 
9/2 Diploma 51 13.90 
9/3 Master of Arts 59 16.07 
9/4 Doctor of Philosophy 7 1.91 
9/5 Secondary School Certificate 32 8.72 
B. Attitudes towards foreign languages 
10- In your opinion, is it necessary to know a foreign language(s)? 
Language(s) is / are necessary? 
code necessity of FL frequency percentage 
10/1 yes 277 75.48 
10/2 no 90 24.52 
no. language(s) frequency percentage 
1 English 178 48.50 
2 Arabic 176 47.96 
3 French 74 20.16 
4 German 24 6.54 
5 Spanish 24 6.54 
11- Do you think that learning a foreign language can help you to: 
code reasons for learning a foreign language frequency percentage 
11/1 obtain a ood 'ob 211 57.49 
11/2 further your studies 114 31.06 
11/3 be more sensitive to the world's 
values and traditions 
134 36.51 
11/4 have better access to world literature 106 28.88 
11/5 keep yourself better informed about the 
current world affairs 
181 49.32 
12- Can you read in a foreign language(s)? 
no. reading in FL frequency percentage 
12/1 yes 234 63.76 
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12/2 I no 133 36.24 
13- How frequently do you read in this / these language(s)? 
no. frequent reading in FL frequency percentage 
13/1 daily. 181 49.32 
13/2 weekly 60 16.35 
13/3 monthly 13 3.54 
13/4 occasionally 113 30.79 
14- what do you read in this / these languages? 
code type of reading frequeney percentage 
14/1 professional journals. 99 26.98 
14/2 newspapers and magazines 189 51.50 
14/3 theses / dissertations 00 00 
14/4 religious books in general 249 67.85 
14/5 literary books in general 56 15.26 
15- Languages used at work? 
code language used at work frequency percentage 
15/1 Arabic 139 37.87 
15/2 English 265 72.21 
15/3 Pilipino 41 11.17 
15/4 Indonesian 5 1.36 
15/5 Urdu 128 34.88 
C. Your needs from studying Arabic. 
16- Have you ever studied AFL (privately or formally)? 
no. experience in AFL frequency percentage 
16/1 yes 126 34.33 
16/2 no 241 65.67 
17- Are you presently attempting to improve your AFL? 
no. involvement in an AFL course frequency percentage 
17/1 yes 197 53.68 
17/2 no 170 46.32 
If yes, please specify: 
no. way of improving Arabic frequency percentage 
1 Arabic evening classes 105 28.61% 
2 self-attempt 92 25.07% 
18- Is a knowledge of Arabic necessary for success in your iob? 
no. necessity of Arabic at work frequency percentage 
18/1 yes 248 67.57 
18/2 no 119 32.43 
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19- Do you think that your knowledge of Arabic will make it possible for you to earn more 
money or to advance professionally? 
no. importance of Arabic financially frequency percentage 
19/1 yes 182 49.59 
19/2 no 185 50.41 
20- Do you think that your knowledge of Arabic will make it possible for you to deal 
successfully with customers? 
no. importance of Arabic to deal with customers frequency rcentage 
20/1 yes 280 76.29 
20/2 no 87 23.71 
21- Is Arabic used to discuss business or technical matters at work? 
How frequently and with whom? 
how frequent 
discussing daily other times 
code business many times at least once weekly rarely never 
21/1 managers or directors 22.89 10.63 4.63 16.35 45.50 
21/2 colleagues 32.70 10.90 5.45 11.44 39.51 
21/3 workers 24.53 7.63 5.18 13.62 49.05 
21/4 clientele 39.24 10.90 3.81 12.81 33.24 
23- Need for Arabic outside work: 
code needs for Arabic freq. % 
22/1 reading popular material (books, newspapers, etc. ) 
for pleasure 
159 43.32 
22/2 reading literature (novels, plays, etc. ) 115 31.34 
22/3 reading for professional advancement 152 41.42 
22/4 listening to radio, watching television 251 68.39 
22/5 writing formal letters and reports 157 42.78 
22/6 writing personal letters 137 37.33 
22/7 improving your knowledge of Islam 229 62.40 
23- Suppose you wish to learn AFL, is it because: 
code reasons for learning Arabic freq. % 
23/1 the main language of your work is Arabic 62 16.89 
23/2 you are working with Arabic-speaking colleagues 180 49.05 
23/3 some / most / all of the written or printed material 
connected with your job is / are in Arabic 
167 45.50 
23/4 you have to convey information or instructions in 
Arabic to the workers 
116 31.61 




23/6 you have to follow training courses conducted in 
Arabic 
45 12.26 
23/7 to represent your company/organisation well 152 41.42 
24- Do you need Arabic in order to: (list by frequency of need) 
code Arabic skills needed frequency % 
24/1 understand 300 81.74 
24/2 speak 334 91.01 
24/3 write 250 68.12 
24/4 read 269 73.30 
25- Where do you prefer to study AFL? 
(Choose only one answer) 
code where to study AFL frequency % 
25/1 in any institute belonging to a Saudi University 233 63.49 
25/2 in private schools 92 25.07 
25/3 in your organisation 218 59.40 
25/4 b radio 110 29.97 
25/5 by TV 175 47.68 
26- How many hours per week would you prefer to study AFL? 
(Choose only one answer) 
code hours per week to study AFL frequency % 
26/1 5 hours 206 56.13 
26/2 10 hours 111 30.25 
26/3 15 hours 50 13.62 
26/4 25 hours 00 00 
26/5 more. 00 00 
27- Would you prefer to study AFL 
(Choose only one answer) 
code frequency of to study AFL frequency % 
27/1 daily (full-time) 00 00 
27/2 daily (part-time) 158 43.05 
27/3 once a week 107 29.16 
27/4 twice a week 102 27.79 
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Appendix C 
The Main Field Study: FSD Questionnaire 
University of Leeds 
Department of Arabic and Middle Eastern Studies 
Questionnaire 
First Year Students of Islamic Mission (al-dacwa) at the Islamic University (IU) [Al- 
Madina] and the Imam Mohammed Ibn Saud Islamic University (IMU) [Riyadh] 
Academic Year 1417/1418 AH (1996/1997) 
Instructions: 
Tick () the appropriate box 
A. General information: 
Name: (Optional) ........................................................ 1. Age: 
18-22 years Q 
23-26 years Q 
27-29 years Q 
more than 29 years Q 
2. Nationality ( ..................................... 
) 
3. Place of residence Al-Madina Q Riyadh Q 
4. Mother tongue ( ..................................... 
) 
5. Do you speak any other languages? Yes Q No Q 
(If yes, please specify) ( .................................................. ) 
6. Qualifications: 
Secondary School Certificate Q 
Diploma Q 
University degree and above Q 
7. Years you have spent studying Arabic 
One year Q 
Two years Q 
More than two years Q 
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Now answer: 






8/1 To improve your social status 
8/2 To improve your financial situation 
8/3 To improve your job position 
8/4 To find a 'ob 
8/5 To study at a university 
8/6 To perform da0wa 
8/7 Find it easy to learn AFL 
8/8 To understand Islam 
8/9 To work in an Arab country 
8/10 Enjoy learning foreign languages 
C. Your attitude towards learning Arabic: 
9. How do you rate the teaching of the following skills in the past-TAFL programme on 
which you studied? Was it: 
no. skills extremely 
inadequate 
inadequate adequate 
9/1 Academic writing 
9/2 om rehensive reading of da'wa literature 
9/3 Listening to lectures 
9/4 Conversing with the teachers 
9/5 Practising speech 
10. If the Arabic Institute or the Faculty of Dacwa at which you are studying were to offer 
lessons to improve your Arabic and understanding lectures, would you think this idea to 
be?: (Please choose only one answer) 
very useful Q 
useful Q 
not useful Q 
11. To what extent would you be concerned to continue to improve your proficiency level 
in Arabic, particularly that language that assists you in understanding dacwa literature?: 
(Please choose only one answer) 
very much concerned Q 
concerned Q 
not concerned Q 
B. Motives for studying Arabic: 
8. Please be specific in choosing your reasons for learning Arabic and explain the degree of 
importance of each reason you choose by ticking a box against the reason and the degree of 
its importance as in the following example: 
Example: 
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D. Your needs from learning Arabic: 
(Please choose only one answer from the following) 
12. In which of the following areas do you want to improve your Arabic? 
no. areas very much 
want 
want fairly want not want at all 
12/1 In general daily life 
12/2 n dacwa stud 
13. In which areas is it important to you to continue using Arabic after graduation? -- --- 
no. areas important not important will never be used 
13/1 Public speaking 
13/1 Reading 
E. The importance of skills to the student: 
14. From your understanding of the nature of studying dacwa and the requirements of your 
work after graduation, particularly in your capacity as a caller to Islam, please re-prioritise 
the following four skills according to your study needs and tick () numerically in the 
order of importance. 
Example: 











15. Apart from class context, how many hours do you spend daily in using the following 
skills? For instance, listening to a lecture, reading academic works, using reference works 
and doing homework: 
(Put a tick () under the appropriate time for each skill) 
code macro- 
skills 





16. Which of the following language macro/micro-skills take a long time for you to revise 
and to practise? Put your answers in numerical order ticking number I for the longest time 
spent and number 10 for the shortest time. 
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Example: 
code micro-skills 1 2 3 4 5 6 7 8 9 10 
16/1 Listening to recorded sermons 
16/2 Public speaking  
16/3 Ordering the information you have read  
Now answer: 
code strategies and micro-skills 1 2 3 14 15 16 7 18 19 110 
16/1 Listening to recorded sermons 
16/2 Public speaking and preaching 
16/3 Ordering the information you have read 
16/4 Distinguishing between facts and views in text 
16/5 Summarising what you have read 
16/6 Storing information 
16/7 Linking ideas during reading 
16/8 Understanding new vocabulary during reading 
16/9 Reading dacwa materials 
16/10 Writing a khutba 
E. Importance and competence in using language skills that are connected with 
da`wa? 
Mention the importance of each skill and your knowledge of it by putting a tick () under 
the number you think is suitable for you: 
[(1) very important, (2) important, (3) fairly important, (4) not important, (A) satisfactory 
(B) fairly satisfactory and (C) not satisfactory]. 
Example Importance Competence 
code micro-skills 1 2 3 4 A B C 
17 Reading fluently texts set by the lecturer 
18 Extracting evidence from Islamic texts 
19 Reading a text to extract specific information 
Now answer: 
Importance Competence 
code micro-skills / strategies 1 2 3 4 A B C 
17 Reading fluently texts set by the lecturer 
18 Extracting evidence from Islamic texts 
19 Reading a text to extract specific information 
20 Intensive reading to extract most of the information from 
he text 
21 Reading to understand the writer's points of view on some 
ontroversial issues 
22 Understanding dacwa terminology 
23 eadin to discuss ideas 
24 Reading in depth to understand the message 
25 . e-reading to consolidate 
the ideas in mind 
26 Reading to qualify academically in the field of dactiwýa 
27 Reading to pass examination only 
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28 unimarising the main points from a written text 
29 ummarising lectures, discussions and debates 
30 orrect usage of dacwa terminology when writing 
31 ritin short reports relating to dacwa 
32 ritin answers to examination questions 
33 sin grammar correctly in academic writing 
34 nderstanding someone talking to you 
35 Extracting information from radio and television 
36 Understanding a lecture in your area of specialism and 
writing down the main points 
37 Understanding and following a conversation in class 
38 Understanding the main topics of a lecture 
39 Your ability to argue with your teacher in the field of 
acwa 
40 Delivering a speech that you have prepared yourself in the 
field of dacwa 
41 Expressing and defending your point of view in your area 
f specialism 
42 canning reading to have a general idea about a certain 
topic 
F. Preferred methods of learning: 
43. From your experience of learning Arabic, do you prefer a lesson to be directed to you: 
(Choose: one answer only by ticking () the appropriate box) 
43/1. Individually Q 
43/2. With a class member Q 
43/3. In a small group Q 
43/4. With all class members Q 
43/5. Any number of students Q 
44. Do you like learning by: 
(In ca se of more than one answer, please arrange in numerical order in accordance to the method you 
think is more important by ticking () the appropriate box) 
44/1. Listening and taking notes Q 
44/2. Listening Q 
44/3. Reproducing what you have read Q 
44/4 Repeating what you have listened to Q 
44/5. Independent study Q 
44/6. Memorising Q 
44/7. Writing what you hear Q 
44/8. Writing new words and expressions Q 
44/9. Frequent reading Q 
44/10. Copying from the board Q 
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45. What are the most important three methods from the above in the light of the 




46. If you make a mistake in a class session, when and how would you like your teacher to 
correct your mistakes?: 
(Choose one answer only by ticking () the appropriate box) 
46/1 Immediately, on your own 
46/2 With your peers Q 
46/3 In private, at the end of the class session Q 
46/4 At the end of the class session with colleagues Q 
46/5 None of the above Q 
G. The role of Teaching Aids in assisting you to learn quickly: 
47. Which of the following aids did you use whilst studying AFL? 
(In the case of choosing more than one teaching aid, arrange your answers in numerical order 
according to their importance by putting a tick () in the appropriate box) 
47/1. Language laboratory Q 
47/2. Audio/visual aids Q 
47/3. Field work Q 
47/4. Newspapers and magazines Q 
47/5. Computer Q 
48-In case you join an Arabic course that suits your area of specialism do you wish to 
benefit from one ore more of the aids mentioned above? 
Yes Q No Q 
H. Place and time preferred for a TASP course: 
[Choose one answer only by ticking () the appropriate box] 
49. When would you prefer a course to improve your Arabic language in the field of 
dacwa?: 
49/1. Prior to the dacwa programme 
49/2. During the dacwa programme 




50. Would you suggest this session be held at the: 
50/1. TAFL Institute Q 
50/2. Faculty of Dacwa Q 
50/3. Students' club Q 
50/4. Social Service Centre Q 
Thank you for filling in the questionnaire 
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Appendix D 
The Main Field Study: Arabic Teachers' Interview 
The University of Leeds 
Department of Arabic and Middle Eastern Studies 
Interviewing the TAFL teachers at the Islamic University (Al-Madina) and the Imam 
Mohammed Ibn Saud Islamic University (Riyadh). 
Academic Year 1417/1418 AH (1996/1997) 
1. Name ........................... 
2. Age........................... 
3. Qualification ....................... 
4. University............................ 
5. How long have you been teaching AFL? 
Q (1-4) years 0 (5-8) years tJ (9-12) years 1J More than 12 years 
6. Have you attended a training course in teaching Arabic/English to speakers of other 
languages in the last five years? 
C3 Yes (3 No 




7. There is what is known as teaching Arabic for occupational and academic purposes 
(LSP), to what extent do you think this is important for TAFL? 
Cl Very important 0 Important 0 Not important 
8. Have you ever experienced teaching Arabic for specific purposes? 
0 Yes Cl No 




9. If you were to teach Arabic for specific purposes, do you think you would need training? 
0 Yes 0 No 
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10. To what extent do you think that this new approach of teaching Arabic would help 
students in studying successfully in their specialism? 
0 Very helpful 0 Fairly helpful Not helpful 
11. If you see the importance of this approach, which academic discipline(s) you think non- 
Arab students might need more improvement in their Arabic? 
0 Islamic Studies 0 Linguistic Studies tJ Social Studies 
0 Physics and Applied Sciences 
12. How do you see students' motivations in AFL? 
0 Strong Cl Weak 
13. Which of the following macro-skills do you think that non-Arab students need in their 
Islamic Studies? (Please put your answer in numerical order) 
Cl Reading 0 Writing Cl Speaking 0 Listening 
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Appendix E 
The Main Field Study: Subjects Teachers' Interview 
The University of Leeds 
Department of Arabic and Middle Eastern Studies 
Interviewing the subject teachers of Faculty of Dacwa at the Islamic University (Al- 
Madina) and the Imam Mohammed Ibn Saud Islamic University (Riyadh). 
Academic Year 1417/1418 AH (1996/1997) 
1. Name ............................................ 
2. Age............................................................. 
3. Qualification ................... ............ 
4. University ......................................... ........... 
5. How long have you been teaching dacwa? 
lJ (1-4) years 0 (5-8) years 0 (9-12) years lJ More than 12 years 
6. Have you ever taught non-Arab students dacwa? 
Q Yes Cl No 
7. What is your general impression about the students' preparation in Arabic? 
U Excellent 171 Fair C3 Poor 
8. What is your opinion on the general academic standard of non-Arab students in your 
subject? 
I Excellent 0 Fair 0 Poor 
9. Is the academic standard affected by their Arabic level? 
0Yes 0No 
10. Do you think that students are weaker in certain language skills? 
0 Yes C3 No 
If yes, what are they? (Choose only two) 
Q Listening 0 Speaking lý Reading Cl Writing 
11. Do you think that certain strategies or language micro-skills are more important than 
others? 
0Yes Cl No 
If yes, what are they? 
(Please put your answer in numerical order according to the importance of the skill from your point of view) 
0 Reading in depth l Speaking 
Discuss and persuade 11 Good academic writing 
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12. In your view, how can students acquire such strategies or micro-skills? 
tý Holding language courses 171 Correct practice of Arabic at the institute 
Designing a language programme involving linguists and teachers of the da`wa 
13. What is the level of Arabic non-Arab students are supposed to reach before their study 
at the Faculty of Dacwa? 
(Please put your answer in numerical order) 
0 Speak proficiently (J Read proficiently 
0 Write proficiently (1 Understand and absorb dacwa terminology 
14. One of the important bases of the dacwa process is to correctly understand the role of 
Islam and society; what is the role of Arabic in shaping academically the non-Arab 
candidates of da`wa? 
(Please put your answer in numerical order) 
Important role in understanding Islam 
Important role in delivering the knowledge of Islam 
Important role in understanding and delivering the knowledge of Islam 
No distinguished role 
15. There is a new approach of teaching foreign languages for specific purposes, how far do 
you support this approach for teaching Arabic? 
I support it very much 0I support it 
I do not support it 173 1 do not support it very much 
16. If non-Arab students who graduate from your faculty returns home to practice da'wa 
which Arabic language skills do you think they might need? 
(Please choose two language skills only) 
Reading and understanding L1 Writing 11 Good listening 
Update dacwa terminology 
17. Choose from the following list of micro-skills those you think are important to the 
student of dacwa. 




17/1 Reading fluently texts set by the lecturer 
17/2 Extracting evidence from Islamic literature 
17/3 eading a text to extract specific information 
17/4 Intensive reading to extract most of the 
information from the text 
17/5 Reading to understand the writer's view points on 
controversial issue 
17/6 Understanding dacwa terminology 
17/7 Reading to understand and discuss ideas given in 
he text 
17/8 Reading in depth to understand the message given 
the text 
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17/9 Re-reading to consolidate the ideas in mind 
17/10 Reading to qualify you academically in the field 
f dacwa 
17/11 eadin to pass examination only 
17/12 ummarisin the main points from a written text 
17/13 ummarisin lectures, discussions and debates 
17/14 orrect usage of dacwa terminology when 
writing 
17/15 Writing short reports relating to dacwa 
17/16 Writing answers to examination questions 
17/17 sing grammar correctly when writing in the field 
f specialism 
17/18_ Following a conversation with someone 
17/19 Extracting information from radio and television. 
17/20 Understanding a lecture in the area of specialism 
d writing down the main points 
17/21 Understanding and following a conversation in 
lass 
17/22 Understanding the main topic(s) of a lecture 
17/23 Ability to argue logically in the field of dacwa 
17/24 Delivering a speech that the candidate has 
reared himself in the field of dacwa 
17/25 Expressing and defending one's point of view in 
he area of specialism 




The Main Field Study: Administrative Staffs Interview 
The University of Leeds 
Department of Arabic and Middle Eastern Studies 
Interviewing the administrative staff of Faculty of Dacwa and TAFL Institute at the Islamic 
University (Al-Madina) and the Imam Mohammed Ibn Saud Islamic University (Riyadh). 





1. In the light of teaching languages for specific purposes to speakers of other languages, do 
you think it would be necessary to adopt this approach to teach Arabic for the purposes of 
dacwa? 
0Yes 13 No 
2. If you think it would be necessary, would you be able to assist in organising a course for 
dacwa students at your university? 
0 Yes 0 No 
3. When would you prefer to organise such a course? 
O Before students start their programme at the Faculty of Dacwa 
0 During the period students are studying at the Faculty of Dacwa 
Q During the period students are attending AFL programme at the Language Institute 
4. Where would you like the course to be organised? 
O At the Language Institute Q At the Faculty of Dacwa 
0 At the Students' Club 0 At the Social Services Centre 
5. Would you be able to provide the following: 
5/1 Space 
O One room Q Two rooms O Three rooms O More than three rooms 
5/2 Teaching aids 
O Whiteboards Q Textbooks Q Chairs and tables 
Q Language laboratory 0 Tape recorders 
i Overhead projectors 0 Audio/visual equipment 
6. Would you be able to organise a course for TAFL teachers at the institute to enable them 
to teach Arabic for specific purposes? 
(This question was addressed to the Deans of the TAFL Institutes only) 
0 Yes Cl No 
-270- 
Appendix G 
The Main Field Study: The Post-Test Interview and its Results 
1. How can you evaluate the language test in general? Was it: 
difficult easy reasonable 
Frequency 2 6 2 
Percentage 20% 60% 20% 
2. If it was difficult is that because: 
no. areas of difficulties frequency % 
2/1 the content was higher than your level 
2/2 the content was difficult to be understood 
2/3 you were not familiar with the way of the test was designed 
2/4 the place of the test was not comfortable 
2/5 you were careless about the test 
2/6 you could not control the time successfully 
2/7 the content was unusual 
2/8 the design of the test was complicated 
2/9 the time given was not enough 2 100 
3. Regarding part A of the reading test questions (1-3), were they: 
difficult easy reasonable 
Frequency 7 3 
Percentage 70% 30% 
4. If they were difficult, is that because: 
no. areas of difficulties frequency % 
4/1 the passage was very long 6 85.71 
4/2 the passage contained unknown words and expressions 1 14.29 
4/3 you were not able to understand the questions 
4/4 the instructions were not clear 
4/5 other 
5. Regarding Part B of the reading test questions (4-16), were then: 
difficult easy reasonable 
Frequency 8 2 
Percentage 80% 20% 
6. If they were difficult, is that because: 
no. areas of difficulties frequency % 
6/1 the passage was very long 
6/2 the passage contained unknown words and expressions 
6/3 you were not able to understand the questions 
6/4 the instructions were not clear 
6/5 other 
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7. ReQardina Part C of the reading test questions (18-25), were they: 
difficult easy reasonable 
Frequency 1 8 1 
Percentage 10% 80% 10% 
8. If they were difficult, is that because: 
no. areas of difficulties frequency % 
8/1 the passage was very long 1 100 
8/2 the passage contained unknown words and expressions 
8/3 you were not able to understand the questions 
8/4 the instructions were not clear 
8/5 other 
9. Part D of the reading test questions (26-29), were they: 
difficult easy reasonable 
Frequency 4 5 1 
Percentage 40% 50% 10% 
10. If they were difficult, was that because: 
no. areas of difficulties frequency % 
10/1 you were confused by the choices 3 75 
10/2 you were not able to understand the questions 
10/3 the instructions were not clear 1 25 
10/4 other 
11. Part E of the reading test questions (30-36), were they: 
difficult easy reasonable 
Frequency 8 1 1 
Percentage 80% 10% 10% 
12. If they were difficult, is that because: 
no. areas of difficulties frequency % 
12/1 the passage includes complicated statistical figures 6 75 
12/2 passage contained unknown words and expressions 2 25 
13. Was the writing test 
difficult easy reasonable 
Frequency 4 6 
Percentage 40% 60% 
14. If it were difficult. is that because: 
no. areas of difficulties frequency % 
14/1 the time given was not enough 3 75 
14/2 you were not familiar with the topics 1 25 
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Appendix H 
The Main Field Study: The Diagnostic Test 
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